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ABSTRACT 
The purpose of this transcendental phenomenological study was to describe and give meaning to 
teachers’ perceptions of secondary school (U.S. sixth through 12th grade) violence in Barbados, 
West Indies through their lived experiences.  In this study school violence was defined as (a) 
individual victimization experiences (Furlong, Chung, Bates & Morrison, 1995), (b) gang 
activities and weapon possession (Kingerly, Puritt, & Heuberger, 1985), (c) illegal substance 
abuse (Furlong, Casas, Corral, Chung, & Bates, 1997), (d) bullying (Morrison, 2009), and (e) 
conflict and crisis management (Nickerson & Brock, 2011, Gorton & Alston, 2009).  The central 
research question was: How do first through fifth year (U.S. sixth through 12th grade) teachers in 
four different government-owned schools in Barbados describe their experiences with school 
violence, school climate, and school safety?  The theory guiding this study was Urie 
Bronfenbrenner’s (1977) ecological systems theory as it explained the multilayered and 
multifaceted phenomenon of school violence.  A total of 16 participants were selected using the 
criterion sampling (Creswell, 2013).  Documentation, individual interviews, and focus groups 
were used as data collection tools (Patton, 1990).  A combination of Moustakas (1994) and 
Saldana (2013) data analysis methods were employed in this research study.  A total of ten sub-
themes were identified in this study.  Five sub-themes that describe how teacher participants in 
four different government-owned schools in Barbados described school climate and school 
safety; three sub-themes described what ecological factors teacher participants perceived needed 
to be developed, to help improve the school climate and create safer school environments, and 
two sub-themes revealed what ecological factors were developed, to help reduce school with a 
view of improving school safety.  
Keywords: perceptions, school violence, school climate, school safety 
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CHAPTER ONE: INTRODUCTION 
Overview 
This phenomenological study sought to understand the link between school violence, 
school climate, and school safety on the island of Barbados in the West Indies.  Ward, Gibson, 
Bonnie, Fisher, and Lab (2010) asserted that “without a complete understanding of the 
multilayered causes of violent crime, implementing policies to decrease violence may reduce it 
but not necessarily to the greatest possible extent” (p. 1031).  Children’s exposure to violence 
does not equate to violent behavior in schools “as research into pathways to violent behavior has 
found that not all children exposed to violence become perpetrators or victims” (Winter, Bonnie, 
Fisher, & Lab, 2010, p. 502).  Educators and human behavior researchers have sought to acquire 
an understanding of the possible linkages and nuances between school violence, school climate 
and school safety (Han, 2014; Kallestad, 2010; Rosa & Tudge, 2013; Van Houtte & Van Maele, 
2011).  The perceptions held by educational stakeholders regarding school violence have taken 
on a greater significance since these perceptions may inform these linkages. 
In this chapter, I reviewed a historical background on school violence, its related nuances, 
possible effects, and primary remedial strategies.  I outlined the gap in the literature that led to 
the conceptualization of this research study.  As the primary researcher, I identified the key 
motivations for conducting this research study including my academic qualifications, my life 
experiences, life philosophy and personal interests.  I also identified the research problem, the 
purpose of the research, the significance of the study and the research questions.  Finally, 
included is a list of frequently used definitions and terms to assist the reader in understanding the 
research study’s terminology. 
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Background 
Scholars have advanced the theory that school environments are influenced by numerous 
social, psychological, political, and economic factors affecting both the internal and external 
student and faculty communities (Bonell et al., 2013; Cavanaugh, 2012; King, 2012; Lemberger, 
2010; Limbos & Casteel, 2008; Villares, Lemberger, Brigman, & Webb, 2011).  The current 
research literature revealed two remedial and strategic perspectives.  One perspective advocates 
violence reduction and elimination programs (Edwards, Hunt, Meyers, Grogg, & Jarrett, 2005; 
Knox & Roberts, 2005; Miller, Kraus, & Veltkamp, 2005; Rodney, Johnson, & Srivastava, 
2005); the other values programs that support the creation of safer school environments (Oswald, 
Safran, & Johanson, 2005; Peterson & Skiba, 2001). 
Despite diametrically opposing strategic initiatives, experts generally agree that most 
effective strategies for reducing school violence should employ a combination of both 
perspectives with a view to addressing both violent acts themselves as well as school-level 
positive behavioral programs (Astor, Meyer, Benbenishty, Marachi, & Rosemond, 2005; Kelley, 
Mills, & Shuford, 2005; Whitlock, 2006).  Using these generally agreed upon foundational 
principles coupled with attaining a deeper and broader understanding of school violence, may 
serve to create a unified conceptual and ecological approach to school violence in an effort to 
find an optimum balance between violence reduction, elimination programs, and positive-toned 
educational initiatives. 
In an editorial article published on June 24, 2013, in the Barbados Nation News 
newspaper entitled “School Children and Violence,” Thompson (2013), referred to the escalating 
problem of school violence, “unfortunately, ignoring the problems will not make the problem 
disappear.  Such is the case with the apparent growing incidence of violent confrontation among 
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some of our secondary school children” (para. 1).  The writer pointed out that the level of 
violence had resulted in calling law enforcement to schools and the hospitalization of some 
students on occasion.  Thompson alluded to the need to conduct research and programs 
developed to reduce school violence in Barbadian secondary schools noting: 
We also need to have some type of national program again, such as that by the [American 
Journal of Addictions] AJA and the [United Nations International Children’s Emergency 
Fund] UNICEF, designed to promote peace among children, understanding that in our 
efforts to change the propensity for violence, we have got to start with the youth and must 
show them how to peacefully resolve conflict.  We may also need to undertake some 
research or simply revisit the many papers and reports done to get a conceptual 
understanding of this issue of violence among our school children.  (para. 3) 
Blackman (2014) asserted, “There has been an upsurge of incidents of violence among 
many of our schoolchildren, and this violence is not limited to the fist; it has extended to 
dangerous weapons” (para. 1).  From this brief historical review of school violence, Barbadian 
educational stakeholders concluded that: (a) there has been a notable upsurge of school violence 
particularly at the secondary school level, (b) there is need for empirical research to be conducted 
to assist in the development of solution-driven interventions and (c) there is a need for a national 
anti-violence program for local secondary schools aimed at teaching conflict resolutions skills 
and promoting peace (para. 1). 
Best (2015) said that:  
The island’s two prominent teacher unions drew attention to the problem of school 
violence on the island and insisted: (a) that there was a need for a zero-tolerance 
approach to school violence, (b) that school violence in secondary schools can now be 
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considered a major concern, and (c) that school violence was one of the critical issues 
affecting the terms and conditions of service of union members.  (para. 2)   
This research study was being conducted to facilitate the needs of all educational 
stakeholders on the island of Barbados since there is a consensus among stakeholders that 
secondary school violence is now considered a major societal concern. 
Best (2016) posited that the leader of a local counseling organization whose services 
cater to the secondary schools was of the view that student-on-teacher violence reflected issues 
that children were experiencing in their homes.  Best wrote, “He was speaking against the 
backdrop of two cases of violence against teachers now engaging the attention of the Ministry of 
Education” (para. 3).  In outlining details of the two incidents, Best noted that the pelting of the 
male teacher with stones and bottles over a period of weeks and “his vehicle was vandalized to 
the tune of $11,000” (para. 9.).  In another incident, a 13-year-old female student allegedly 
physically assaulted a female teacher when she kicked her in her vagina and spat on her.  
Suspension or expulsion does not remove the problematic behaviors from the schools but 
transfers them to the society according to the school counseling organization’s leader (Best, 
2016). 
Understanding the Violence Phenomenon 
 School violence has gained attention, not only at the national level in the United States 
but also at a global level.  This attention comes primarily due to several high-profile shootings 
that have taken place in the U.S. and have attracted considerable global media coverage (Agnich 
& Miyazaki, 2013).  School violence manifests itself in myriad forms daily across the globe.  
Despite not necessarily attracting the attention commonly associated with high-profile shootings, 
there are other forms of low-level violence (Agnich & Miyazaki, 2013).  Bullying is one form of 
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low-level violence that health experts now describe as “a major public health concern” (Agnich 
& Miyazaki, 2013, p. 320).  Escalating challenges with bullying and the onset of cyberbullying 
with the advent of youth becoming more exposed to social media have hastened several 
initiatives specifically attuned to “bully and violence prevention” (Teasley, 2013, p. 195). 
 School violence as a phenomenon takes on diverse forms which have now become 
categorized as low-level or high-level violence (Blosnich & Bossarte, 2011; Hartley, Bauman, 
Nixon, & Davis, 2015).  The psychological, emotional, and social ramifications associated with 
school violence are still not clearly understood (Eisenbraun, 2007).  Schools continue to be 
inundated with increased aggression, threats of physical harm, and higher levels of risk behaviors 
(Cowan & Paine, 2013).  The perception of the phenomenon of school violence should be 
beyond media hype and sensationalism, elevating its importance to a global perspective that 
warrants the highest level of scholastic investigation and research.  Even as it relates to low-level 
violence, in 2010 alone, “there were about 828,000 nonfatal victimizations at schools among 
students 12 to 18 years of age” (Center for Disease Control and Prevention [CDC], 2012, para. 
5).  Some of the factors that affect victimization are: (a) poor relationships with peers, (b) low 
self-esteem, and (c) perceptions that some peers exhibit antisocial or shy behavior during the 
relationship building process (CDC, 2015).  This statistic indicates that there is a considerable 
concern with respect on violence in American schools, even though it is predominantly low-level 
violence. 
All attempts to fully understand the nature, causes, and consequences of the violence 
phenomenon have eluded social science scholars for decades (Cover, 1986; Dragowski & 
Scharron-del Rio, 2014; Dymnicki & Multisite Violence Prevention Project, 2013; Farmer, 2004; 
Farrell et al., 2008; Gomez & Gaymard, 2014; Jackman, 2002; Maring & Koblinski, 2013; Sarat 
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& Kearns, 1995; Ward et al., 2010; Watkinson, 1997).  Also, myriad theoretical and conceptual 
constructs and frameworks have been developed in efforts to understand and explicate why some 
individuals are more prone to violent and aggressive behavior than others (Anfara, & Merz, 
2006, Bonell et al., 2013; Cavanaugh, 2012; King, 2012).  According to Cavanaugh (2012), 
“Historically, violence has been attributed to psychodynamic and/or social factors that, if 
mediated, would lessen the influence and prevalence of violent behaviors” (p. 607).  The broad 
risk factors and theoretical explanations associated with this phenomenon of school violence may 
not be attributed exclusively to sociological and psychological influences (Bonell et al., 2013; 
Maring, & Koblinsky, 2013, Willert, & Lenhardt, 2003).  Given the sheer breadth and depth of 
the societal repercussions associated with the behavioral dysfunction, scholars have begun to 
give serious consideration to a more integrative approach to understanding the phenomenon of 
school violence (Farrell, Henry, Mays, & Schoeny, 2011; Maring & Koblinsky, 2013).  
Cavanaugh (2012) asserted: 
Social science disciplines have attempted to provide unique explanations of violent 
behavior.  The fields of sociology, psychology, anthropology, economics, and political 
science provide core concepts and factors regarding what ‘causes’ violence.  For 
example, psychology highlights intra-psychic attributes and behaviors; sociology features 
the influence of social factors and structures; anthropology points to socio-cultural 
influences and traditions.  Indeed, a fuller understanding of violence requires a multilayer 
theoretical approach, as no one paradigm has emerged to explain the “causes” of 
violence.  (p. 208) 
A considerable amount of variation exists across the wide spectrum of violent behaviors, 
but experts have agreed on two fundamental categorical classifications.  Instrument and 
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expressive violence have been used to systematically contextualize the violence phenomenon 
Farrell, Henry, Mays et al., 2011; Bonell et al., 2013; Maring, & Koblinsky, 2013).  Emerging 
from these broad categories of violence is the sub-culture of school violence (Wolfgang & 
Ferracuti, 1967). 
Instrumental violence.  Instrumental violence is an act of violence that emanates from 
individuals who have both purposeful and specific goals in mind when they commit acts of 
violence (Ward et al., 2010).  The act of violence is premeditated, usually involving some level 
of thought and planning before execution.  For example, an individual planning to commit a 
robbery, rape or murder invariably does not commit such acts on the spur of the moment; but 
rather is intentional, purposeful and often unemotional in the execution of the specific act of 
violence (Ward et al., 2010). 
Expressive violence.  Expressive violence is the use of violence with the sole intent to 
cause bodily harm (Ward et al., 2010).  This type of violence usually occurs through an 
escalation process such an in a heated argument, domestic violence, and other forms of intimate 
partner violence.  One party has some sort of grievance with the other party involved, and intense 
emotions are involved as opposed to the unemotional states normally associated with 
instrumental violence (Ward et al., 2010).  Also, not all types of violence can be neatly packaged 
within this cursory taxonomy.  However, these two fundamental categories are important 
because “some theories may be relevant predictors for one or both types of violence” (Ward et 
al., 2010, p. 1031). 
School violence.  Although the definition of violence has traditionally been in terms of 
physical and violent force, the conceptualization and depiction of school violence have been that 
of causing physical, psychological, and even developmental harm (Morrison, Furlong & 
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Morrison, 1994).  School violence encapsulates issues such as gangs, bullying, peer 
victimization, and threat assessment among others (Espelage, Low, Rao, Hong, & Little, 2013; 
Shriberg, Burns, Desai, Grunewald, & Pitt, 2015; Side & Johnson, 2014).  Basch (2011) 
articulated the gravity of the school violence problem in North America, 
In 2005-2006, 24% of public school principals reported daily [sic] or weekly [sic] 
bullying as a problem; 18% reported student acts of disrespect for teachers and 9% 
reported verbal abuse of teachers as a problem.  Seventeen percent of principals (and 
24% of students) reported gang activity at their schools.  (p. 670) 
Terms such as low-level, mid-level, and high-level violence have been coined to 
differentiate on a scalar level (Blosnich & Bossarte, 2011).  Wolfgang and Ferracuti (1967) 
posited that school violence is a sub-culture and that “the more a person is integrated into a 
subculture of violence, the more intensely he or she “embraces its prescriptions of behavior, its 
conduct norms, and integrates them into (his/her) personality” (pp. 155-156).  Despite attempts 
to create demarcations, the consequences associated with activities such as bullying and peer- 
victimization have led to adverse consequences including poor mental and physical health, 
negative psychosomatic outcomes, poor academic performance, increased risk of depression, and 
even homicides (Blosnich & Bossarte, 2011). 
Possible Effects of School Climate on School Violence 
There have not been many studies conducted which seek to investigate the ecological 
components associated with school violence, particularly school climate-related factors such as 
the school security environment or community relations.  Regarding school-based prevention 
initiatives that impinge internal and external ecologies a few studies in the literature emerge 
(Gregory, Henry, Schoeny, & the Metropolitan Area Child Study Research Group, 2007; 
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Kallestad & Olweus, 2003).  Strategic remedial initiatives and programs, aimed at innovative 
approaches to violence reduction through student intervention and other strategies, have been 
advanced and highlighted (Farrell, Henry, & Bettencourt, 2011). 
One of the key concerns researchers have is whether universal interventions are 
applicable across the spectrum of school climates (Johnson, Burke, & Gielen, 2012; Maring & 
Koblinski, 2013; Van Houtte & Van Maele, 2011).  A recent study discovered that “although the 
universal intervention produced robust effects for most schools, it was not associated with 
positive intervention effects in high-poverty schools” (Dymnicki & Multisite Violence 
Prevention Project, 2013, p. 383).  Contexts and specificities related to school climates may 
impact teachers’ perceptions of school violence, school climate and school safety (Dymnicki & 
Multisite Violence Prevention Project, 2013). 
There exists within the body of literature evidence which suggests that school climate 
dynamics can contribute to student outcomes, specifically as it relates to the development of 
trusting relationships among teachers, administrators, and students (Bosworth, Ford, & 
Hernandaz, 2011; Dymnicki, Antonio, & Henry, 2011; Gregory, Cornell & Fan, 2012; Johnson 
et al., 2012; Maring & Koblinski, 2013; Van Houtte & Van Maele, 2011).  Other school climate 
dynamics include: school leadership, administrative styles, and cultural norms within distinct 
school environments (Bonell et al., 2013; Bosworth et al., 2011; Dymnicki et al., 2011; Henry, 
Farrell, Schoeny, Tolan, & Dymnicki, 2011; Thapa, Cohen, Guffey, & Higgins-D’Alessandro, 
2013).  This evidence underscores the relevance of this research study as an initiative to 
purposefully add to the body of existing literature, specifically in cultures that are unique and 
distinct from those found in North American schools.  Also, much of the aggressive behaviors 
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which ultimately lead to school violence justifies a need to conceptually understand, at the 
teacher level, how best to resolve student conflict. 
A vicious cycle continues to evolve based on false and deviant perceptions as to how to 
resolve conflict (Gorton & Alston, 2009).  In turn, these perceptions may invade the psyches of 
many of our youth, thereby resulting in a subtle development and evolution of sub-cultures 
rooted in violent activity.  The cycle continues through a form of osmosis that infects the culture 
and climate of the very fabric of our schools (Cavanaugh, 2012; Gregory et al., 2012; Johnson et 
al., 2012; Van Houtte & Van Maele, 2011).  According to Patton (2015), “By asking these kinds 
of deeper questions about what’s really going on and inquiring into assumptions about why 
things are happening, qualitative researchers and evaluators contribute to knowledge about what 
works, what doesn’t, and why” (p. 8).  Understanding the complex interplay between perceptions 
of school climate and safety may be instrumental in remediating aggressive behaviors leading to 
school violence in Barbados. 
Situation to Self 
 It is important to establish a philosophy when one seeks to formulate a research problem 
and research questions associated with any qualitative study (Moustakas, 1994).  Numerous 
scholars have advanced philosophical guiding principles for qualitative research taking this 
approach into consideration (Denzin & Lincoln, 1994, 2000, 2005, 2011; Guba & Lincoln, 
1988).  Based on these guiding principles, the substratum for this transcendental 
phenomenological study on school violence has been built on an ontological philosophy which 
asks the fundamental question: “What is the nature of reality?” (Creswell, 2013, p. 21). 
 I am an ordained Pastor, Certified Clinical Christian Therapist, Board Certified Christian 
Coach, and Certified Professional Coach.  I am a graduate of Liberty Baptist Theological 
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Seminary, a graduate of Liberty University’s Graduate School of Counseling, and Graduate 
School of Education.  I was personally motivated to conduct this study because I was born in 
Barbados and one of my sons recently graduated from a secondary school which still has high 
incidents of reported low-level, medium-level, and high-level violence.  Also, on one of my 
recent visits to Barbados, I was astounded to read about the extent to which school violence had 
infiltrated the local secondary school system.  As a helping professional, I found this situation 
particularly disturbing and became motivated to make, what I hope, would be a meaningful 
contribution towards reducing the level of school violence in Barbadian secondary schools. 
As advocated by Moustakas (1994), I sought to elicit multiple and diverse perspectives of 
lived experiences from participants on the school violence phenomenon.  As espoused by 
Saldana (2013), I endeavored to isolate and develop themes from participants’ perspectives that 
would ultimately guide my research interpretation and conclusions.  Embedded within my 
theoretical framework are the theoretical paradigms and perspectives which undergirded this 
research study.  In addition, as articulated by Denzin and Lincoln (2005), I chose to adopt a core 
belief system grounded in post-positivism. 
According to Moustakas (1994), this belief system should not be limited to the single lens 
crystalized by cause-and-effect theories, but rather should be supported and developed through a 
series of multi-dimensional perceptions as to what the school violence phenomenon means and 
how it may be related to participants’ perceptions of nuance variables.  Guided by Moustakas’ 
qualitative research principles, I sought to (a) employ multiple levels of data analysis to improve 
the rigor of my study, (b) engage the use of validity approaches, and (c) to present my 
dissertation in a structured and methodical format. 
 26 
 My core values of fellowship, attitude, integrity, truth, and humility helped to shape and 
undergird my philosophy.  In addition, my overarching Christian worldview did not only buttress 
the scientific, philosophical assumptions and theoretical framework for this study, but it also 
guided my perspectives, ethical considerations, and sensitivity to the participants involved in this 
study.  I was deeply motivated to conduct this study based on my ontological viewpoint which 
essentially submits that reality has unique distinctions based on individual core beliefs, values, 
and ultimately perceptions.  Guided by this philosophy, a transcendental phenomenological study 
was arguably best suited.  I embraced four bedrock philosophical perspectives namely, (a) a 
return to traditional task of philosophy, (b) the establishment of a philosophy without 
presupposition, (c) the presumption of an intentionality of consciousness, and (d) the abnegation 
of the paradigm of a subject-object dichotomy (Moustakas, 1994; van Manen, 1990). 
Problem Statement 
School administrators, teachers, parents, helping professionals, and related stakeholders 
are disturbed and concerned with the level of violence that pervades not only the American 
school system but also the global school system (Algozzine & McGee, 2011; Astor, Behre, 
Walace, & Fravil, 1998; Booren & Handy, 2009; Bosworth et al., 2011; Furlong et al., 1995; 
Maring, & Koblinsky, 2013.  The phenomenon of school violence has become pervasive 
extending itself to the global platform.  Efforts to eradicate school violence can only be 
successfully achieved with a deeper understanding of “the complex social, cultural, and historical 
contexts in which violence is perpetrated” (Dragowski & Scharron-del Rio, 2014, p. 10).  
Investigations of characteristics such as the perceptions of faculty in diverse cultural settings 
have the potential to “improve conceptual density and ensure validity” (Johnson et al., 2012, p. 
93). 
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School violence, as a phenomenon, not only affects those directly involved in the activity, 
but also teachers, administrators, and the communities (Maring & Koblinsky, 2013).  Gaining 
insight through various perspectives and lenses of both adults and children not only about school 
violence per se but also about the emotional understanding and coping skills necessary to work 
through adolescent anger still poses problems (Candelaria & Fedewa, 2012).  “Given their 
critical importance on adolescent development, additional studies are needed to examine factors 
from other domains (e.g., family and neighborhood) that influence students’ effective nonviolent 
or aggressive responses to problem situations” (Sullivan et al., 2012, p. 176).  The problem is 
that previous studies have not been conducted that describe the collective lived experiences of 
secondary school teachers on school violence when linked to school climate and school safety in 
Barbados.  This study not only added to the existing body of knowledge but also sought to fill a 
gap in the literature. 
Purpose Statement 
The purpose of this transcendental phenomenological study is to describe and give 
meaning to teachers regarding their experiences with secondary school violence in Barbados, 
West Indies.  School violence in this study is defined as (a) individual victimization experiences 
(Furlong et al., 1995), (b) gang activities and weapon possession (Kingerly et al., 1985), (c) 
illegal substance abuse (Furlong et al., 1997), (d) bullying (Morrison, 2009), as well as (e) 
conflict and crisis management (Gorton & Alston, 2009; Nickerson & Brock, 2011).  The theory 
guiding this study is Urie Bronfenbrenner’s (1977) ecological systems theory as it explicated the 
facilitation or inhibition of the school violence phenomenon because of its multifaceted and 
multi-layer interrelations across diverse contexts.  It provided the optimum dynamics that 
 28 
adequately shaped and explained the plethora of school violence contexts linked to teachers’ 
individual lived experiences (Bronfenbrenner, 1976, 1979). 
Significance of the Study 
The outcome of this study was to identify best practices, as perceived by participants, 
which aligned with optimal program interventions aimed at reducing school violence.  The study 
described teachers’ perceptions and provided a composite description of the essence of all the 
participants’ views.  In addition, despite variances in perception among teachers, regarding 
school violence and safety; most of the studies have taken quantitative approaches to exploring 
issues of school safety (Bosworth et al., 2011).  Hence, the fact that this transcendental 
phenomenological study focused on the perceptions of teachers made it even more significant.  
According to Algozzine and McGee (2011), there are few studies available that report the 
relationships “between actual and perceived violence in schools” (p. 91). 
This transcendental phenomenological study was designed to obtain a description of the 
common lived experiences of several individuals leading to a description of school violence as a 
single concept (Moustakas, 1994).  A description as seen through the collective experiences of 
participants living in a culture very distinct from that of the North American high school 
(secondary school) system.  This data may be helpful in assisting policy makers and educational 
stakeholders in attaining meaningful information that would assist in the development of 
strategic and contextual anti-violence program interventions. 
The nuance of perception is particularly significant because individuals are predisposed 
to frame their perceived lived experiences from prior beliefs and personal biases, which may 
engender and nurture a mental state, promote negative predispositions, and lead to perceptual 
subjectivity (Frisby, Kim, & Wolfmeyer, 2005).  Due to considerable perceptual variation that 
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may exist not only across the North American educational landscape but also across the globe; 
conducting such a study in a developing country with the highest per capita literacy rating in the 
world (National Education for All 2015 Review Barbados Report, 2015) added significantly to 
the existing body of knowledge.  The study informed the education policy makers, technocrats, 
its society, school communities, administrators, teachers, students, and parents. 
This study will also inform the Barbadian Ministry of Education, Science, Technology, 
and Innovation; the Ministry of Culture, Sports, and Youth; and the Ministry of Social Care, 
Constituency Empowerment, and Community Development.  Additionally, it will inform the 
Ministry of Labour, Social Security, and Human Resource Development as well as the Ministry 
of Health, and several other agencies and organizations.  Also, this study will inform primary 
stakeholders such as the Barbados Union of Teachers, Barbados Secondary Teachers Union, and 
the Barbados National Council of Parent-Teacher Associations about the phenomenon of school 
violence.  Stakeholders will have empirical qualitative data to assist in developing and 
implementing “comprehensive/ecological programs” (Castro-Olivo et al., 2013, p. 24).  Suitable 
information for finding practical interventions for coping with diverse secondary school 
environments (Hahn, Hall, Rayens, Myers, & Bonnel, 2007; Kratochwill, McDonald, Levin, 
Scale & Coover, 2009). 
Given the fact that school violence continues to escalate on a global level, this study may 
take on incredible significance.  Stakeholders continue to advocate the need for continued 
research on school violence and its interrelated nuanced variables (Welton, Vakil, & Ford, 2014).  
Ecological programs that incorporate and target critical individuals and contextual factors are 
“primordial in the reduction of problem behavior, and resiliency building of aggressive at-risk 
children” (Castro-Olivo et al., 2013, p. 24). 
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Research Questions 
 School administrators, teachers, parents, helping professionals, and related stakeholders 
are disturbed and concerned with the level of violence that pervades the American school system 
(Astor et al., 1998; Algozzine & McGee, 2011; Booren & Handy, 2009; Bosworth et al., 2011; 
Furlong et al., 1995; Maring, & Koblinsky, 2013).  School violence, as a phenomenon, not only 
affects those directly involved in the activity, but also parents, the institution of the family, and 
correctional institutions specifically developed to deal with at-risk youth (Edwards et al., 2007).  
School violence also affects teachers, administrators, ancillary school staff, school communities 
and the society as a whole (Maring & Koblinsky, 2013). 
 The central research question was: How do first through fifth year (U.S. sixth through 
12th grade) teachers in four different government-owned schools in Barbados describe their 
experiences with school violence, school climate, and school safety?  Philosophically, 
perceptions are shaped by individuals based on their distinct core values, beliefs, and 
worldviews.  According to Wolfgang and Ferracuti (1967), “The overt use of violence is 
generally a reflection of basic personal and community values, beliefs and norms that stand apart 
from the domain of culture” (p. 615).  Gottfredson and Hirschi (1990) suggested that 
“individuals with commitment and relationships to a particular community will internalize its 
norms and values, and avoid committing acts proscribed within that community” (p. 245). 
Markham and Aveyard (2003) subscribed to the worldview that schools, as opposed to 
leadership, can empower students “to develop practical reasoning and affiliation” (p. 244).  King 
(2012) believes that the perceptions held about school environments can be changed through the 
application of an integrated philosophy that seeks to alter the individual’s nature through 
nurturing.  Frey, Ruchkin, Martin, and Schwab-Stone (2009) asserted that “School attachment, 
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teacher support, parental control, and violence exposure must all be incorporated into school 
reform efforts intended to break the inner city [sic] cycle of violence” (pp. 1-2).  Three sub-
questions were developed to refine the central question of this research study.  According to 
Creswell (2013), “An author typically presents a small number of sub-questions that further 
specify the central question into some areas for inquiry” (p. 140).  Two of the research questions 
encoded the theme of ecological factors which integrated the application of an ecological theory 
(Bronfenbrenner, 1976, 1977, 1979) to explicate the facilitation or inhibition of the school 
violence.  The research sub-questions were as follows:  
1. How do first through fifth year (U.S. sixth through 12th grade) teachers in four 
different government-owned schools in Barbados describe school climate and school 
safety?   
A key assumption in such a study was that no two participants perceived the nuance 
variables linked to the school violence phenomenon in exactly the same way.  In this regard, Hoy 
(1990) defines school climate as “the relatively enduring quality of the school environment that 
is experienced by participants, affects their behavior, and is based on their collective perceptions 
of behavior in schools” (p. 152).  Bucher and Manning (2005) render the following definition for 
school safety:  
A safe school is one in which the total school climate allows students, teachers, 
administrators, staff, [parents], and visitors to interact in a positive, non-threatening 
manner that reflects the educational mission of the school while fostering positive 
relationships and personal growth.  (p. 56) 
2. What ecological factors developed, to help improve school climate, do first through 
fifth year (U.S. sixth through 12th grade) teachers in four different government-
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owned schools in Barbados perceive as playing a role in creating a safe school 
environment?   
The CDC (2009) has recommended that institutional reformation strategies in the area of 
school climate can be used as a strategic intervention to improve teacher-student relationship, 
school interconnectedness and school dropout rates.  Participants’ perceptions of the most 
suitable programs to achieve institutional reformation and school safety may provide a primary 
requirement that facilitates solution-focused interventions which bring much-needed reformation 
to secondary schools in Barbados.  In addition, descriptions of participants’ perceptions may 
provide a frame of reference for such strategic interventions. 
3. What ecological factors developed, to help reduce school violence, do first through 
fifth year (U.S. sixth through 12th grade) teachers in four different government-
owned schools in Barbados identify as playing a role in improving school safety?   
Some schools have focused their violence reduction initiatives on the development and 
implementation of positive and adaptive responses to student learning (Alfonzo et al., 2010; 
Cavanagh, Macfarlane, Glynn, & Macfarlane, 2012).  Behavioral challenges have led to the 
preferred option in many schools to adopt and enforce punitive approaches (Canter & Canter, 
2001; Rogers, 2003) or even a zero-tolerance approach both of which emanate from “punitive 
crime and punishment type of ideology” (Cavanagh et al., 2012, p. 444).  As a consequence of 
the lack of success with the implementation of zero tolerance and excessively punitive solution-
focused interventions, the development and implementation of new and innovative violence 
reduction strategies may be needed (Maring, & Koblinsky, 2013; Bonell et al., 2013).  
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Definitions 
1. Attitudes – “The sum total of a man’s inclinations and feelings, prejudice or bias, 
preconceived notions, ideas, fears, threats, and convictions about any specified topic” 
(Thurstone, 1928, p. 531). 
2. Bullying – According to the U.S. Department of Health and Human Services (DHHS, 
2015), 
Bullying is unwanted, aggressive behavior among school aged children that 
involves a real or perceived power imbalance.  The behavior is repeated, or has 
the potential to be repeated, over time.  Bullying includes actions such as making 
threats, spreading rumors, attacking someone physically or verbally, and 
excluding someone from a group on purpose.  (para. 2) 
3. Campus Crisis-Management – “An event, often sudden or unexpected, that disrupts 
the normal operations of the institution or its educational mission and threatens the 
well-being of personnel, property, financial resources, and/or reputation of the 
institution” (Zdziarski, 2006, p. 5). 
4. Crisis – Floyd (2008) identified that there are three parts of a crisis:  
(1) a precipitating event; (2) a perception of the event causes subjective distress; 
and (3) the failure of a person’s usual coping methods, which causes a person 
experiencing the precipitating event to function at a lower level then before the 
event.  (p. 26) 
5. Ecological Programs – “Those school-based interventions that target multiple 
systems within a child’s life (i.e. self, family, peers, teachers, community, etc.)” 
(Castro-Olivo et al., 2013). 
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6. First form through Fifth Form in Barbados - First through fifth (U.S. sixth through 
12th grade) forms in Barbados are equivalent to sixth grade through 12th-grade 
classes in the United States.  First through fifth year (U.S. sixth through 12th grade) 
levels in Barbados constitute secondary education.  Secondary education provides for 
children aged 11 to 18 years.  “At age 16, students sit the Caribbean Examination 
Council (CXC) examinations - the equivalent of General Certificate of Education 
(GCE) O-Levels.  At about age 18, those students who continue at school can sit the 
Caribbean Advanced Proficiency Certificate (A-Level) also set by CXC” 
(Barbados.org, 2015, para. 3). 
7. Government Schools – As noted by Government Information Service (2016) of 
Barbados,  
There are three kinds of primary and secondary schools.  Government-owned or 
maintained, assisted private, and non-assisted or independent schools.  
Government-assisted private schools are at the secondary level only.  Mindful of 
the importance of education to a country, the Government offers assistance in a 
number of ways: in Government schools, expenditure is met from the public 
coffers; the private assisted schools receive grants for covering the salaries for 
some of the teachers, subventions to include specialized subjects on the 
curriculum and bursaries to assist some children. para. 4). 
8. Public Schools in U.S.A. – “Public schools are learning institutions that are funded by 
local, state and/or federal governments.  They offer general education opportunities to 
children in kindergarten through grade 12” (Learn.org, n.d, 2016, para. 1).  
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9. School Climate – “The relatively enduring quality of the school environment that is 
experienced by participants, affects their behavior, and is based on their collective 
perceptions of behavior in schools” (Hoy, 1990, p. 152). 
10. School Culture – “Fairly stable set of taken-for-granted assumptions, shared beliefs, 
meanings, and values that form a kind of backdrop for action’ (Smircich, 1985, p. 
58). 
11. School Safety –  Bucher and Manning (2005) provided this definition of school 
safety: 
A safe school is one in which the total school climate allows students, teachers, 
administrators, staff, [parents], and visitors to interact in a positive, non-
threatening manner that reflects the educational mission of the school while 
fostering positive relationships and personal growth.  (p. 56). 
12. School Violence -  In the context of this study, school violence encapsulated the 
following: (a) individual victimization experiences (Furlong et al., 1995), (b) gang 
activities and weapon possession (Kingerly et al., 1985), (c) illegal substance abuse 
(Furlong et al., 1997), (d) bullying (Morrison, 2009), as well as (e) conflict and crisis 
management (Gorton & Alston, 2009; Nickerson & Brock, 2011). 
13. Secondary Schools in Barbados – “A secondary school in the Barbados might also be 
known in the United States as a high school or as an academy.  A secondary school in 
Barbados usually provides educational instruction for students during the period from 
ages 11 to 18.  Most Government secondary schools (of which there are 23) are co-
educational” (Barbados.org, 2015, para 3). 
14. Secondary Schools in United States –According to Learn.org (n.d.): 
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A secondary school in the U.S. commonly consists of grades 9 through 12, with 
grade levels known as freshman, sophomore, junior and senior, respectively.  
Some larger school districts fund secondary schools that teach only grades 10, 11 
and 12.  Some secondary schools include students in grades seven and eight, 
along with the higher grade [sic] levels.  (para 2).  
Summary 
Chapter One provided an overview of the relevant literature while situating the current 
research study to fill the gaps in the existing literature.  I presented a background of school 
violence with a view of providing a more comprehensive understanding of the phenomenon of 
school violence and its related nuances.  I positioned myself in relation to this literature, 
presented problem and purpose statements, and outlined the significance of the study.  I also 
outlined the central question in conjunction with its three interrelated sub-questions.  The chapter 
concluded with some key definitions directly related to the research study.   
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CHAPTER TWO: LITERATURE REVIEW 
Overview 
The purpose of this chapter is to provide both contextual and theoretical frameworks for 
this research study.  It first presented the theoretical framework for the study by reviewing both 
the major theory that undergirds the school violence phenomenon as well as their theoretical 
constructs.  The contextual framework included an in-depth review of the most current literature 
available on administrators, teachers, and students’ perceptions of school violence, specifically 
as it relates to school climate and school safety.  In addition, arguably one of the most pervasive 
contributors to school violence, bullying, was examined; primarily from a contextual perspective.  
Secondly, a critical analysis of the literature clearly revealed and articulated that a gap existed in 
the literature.  Also, there was an examination of some of the key precursors to school violence 
including nuances such as conflict and crisis management.  A critical review of various types of 
aggressive behaviors was discussed namely, individual-level aggression, school-influenced 
aggression, and gender-influenced aggression.  Specifically, school violence, as a phenomenon, 
was examined with a view of seeking to determine what experiential links exist between school 
violence, school climate, and school safety; based on the perceptions and lived experiences of 
teachers.  Third, the relevant and related literature was synthesized to explicate the thesis of this 
research study.  The substratum of this research study was (Bronfenbrenner, 1979) ecological 
systems theory which, while not directly focusing exclusively on the school environment, 
addressed diverse ecological systems from both multi-layered and integrated perspectives of 
school violence.  This theory provided the theoretical framework needed to both describe and 
explicate what exactly constitutes the essence (Moustakas, 1994) and complexity of the school 
violence as a phenomenon. 
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Theoretical Framework 
 The phenomenon of violence, due to its rapid evolutionary nature, has experienced a 
paradigm shift away from the focus on a one level explanation to a more integrated explanation 
(Blosnich & Bossarte, 2011; Huang, Hong, & Espelage, 2012).  Undergirding this paradigm shift 
of explication is an ontological philosophical assumption which contends the nature of reality, as 
seen through the eyes of teacher participants.  It also presupposes the idea that it is a must to 
understand school violence through multiple perceptions (Nickerson & Brock, 2011; Teasley, 
2013; Yahn, 2012).  I concentrated on these multiple realities through multiple forms of evidence 
collection and by identifying themes using actual quotes from different individuals who 
represented multiple perspectives of the lived experience (Moustakas, 1994).  As the human 
instrument (Lincoln & Guba, 1985), I attempted to report multiple perspectives with rich, thick 
descriptions (Moustakas, 1994), then sought to categorize my findings by codes (Saldana, 2013) 
and finally interpreted these findings through thematic analysis. 
Origination of Urie Bronfenbrenner’s Ecological Systems Theory 
The ecological theory is an integrative multilayered collection of many theories of abuse 
and applies to both victims and perpetrators.  As its name implies, it embraces an ecosystem of 
violent relationships.  It has a foundational layer built on interpersonal psychological factors.  
The second layer is the family system layer which buttresses individual negative experiences.  
The third layer contains the peer group issues such as education, religious training, gender roles, 
and socialization.  And, the fourth and final layer describes the sociopolitical gender inequalities 
as well as portrays issues associated with both socio-economic and demographic diversity such 
as racial, ethnic, and cultural inequalities (Henry et al., 2001; Winter et al., 2010).  The 
ecological systems theory, due to its multilayered and multidimensional perspective, provides the 
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most suitable integrative theory to buttress the complexity associated with the phenomenon of 
school violence. 
The ecological systems framework facilitates a broader understanding of the school 
violence phenomenon.  The framework is the underpinning of other key factors such as 
individual level aggression, school-influenced aggression, gender-influenced aggression, peer 
victimization, as well as diverse forms of bullying (Blosnich & Bossarte, 2011; Shaw, Chan, & 
McMahon, 2012; Yahn, 2012).  The application of an ecological theory duly explicates the 
facilitation or inhibition of the school violence phenomenon because of its multifaceted and 
multi-layer interrelations across diverse contexts (Bronfenbrenner, 1977).  Conceptually, the 
ecological theory is a set of interactive systems that aptly makes allowances for the myriad 
interrelated nuances linked to the school violence phenomenon.  It provides optimum dynamics 
that adequately shapes and explains the context of diverse individual lived experiences 
(Bronfenbrenner, 1976, 1979). 
Several the theories presented in this study were adequately able to explain and interpret 
various aspects of the school violence phenomenon.  However, because many of the theories 
were limited in their scope, Bronfenbrenner (1977) conceptualized the ecological systems theory.  
Since its conceptualization, many social scientists have applied its use to explicate finding from 
various qualitative research studies.  Bronfenbrenner (1977) developed and buttressed his theory 
on four primary interrelated systems, specifically the microsystem, the mesosystem, the 
exosystem and the macro-system levels.  These systems can best be used to understand, describe, 
and explain nuances associated with school violence. 
Microsystem.  The best description of a microsystem is patterns of activities, mainstream 
socially acceptable roles, and interpersonal relationships that are experienced by individuals or 
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groups in the context of specific settings (Bronfenbrenner, 1977).  Several social interactions are 
prevalent within the school environment among administrators, teachers, parents, and students.  
For example, the systems that operate within the family context are very diverse based on core 
beliefs and values and longstanding adherence to generational, cultural practices. 
Several theories support the link between the family environment and aggressive 
behaviors.  For example, the attachment theory places considerable emphasizes on the emotional 
bonds children develop during their formative years.  Conceptually, “an attachment style or 
structure is filtered through the attachment theory lens elucidates the personal characteristics, 
ideologies, and philosophies and ways of relating an intimate caregiving and receiving 
relationships with ‘attachment figures,’ often one’s parents, children, and romantic 
partners” (Levy, Ellison, Scott, & Bernecker, 2010, p. 193). 
Feldman (2011) posited that “attachment is a positive emotional bond that develops 
between a child and a particular, special individual” (p. 178).  The emotional aspects during the 
social development of children may result in pleasure or distress (Feldman, 2011).  Some 
researchers contend that the nature of the infantile attachment has subsequent consequences on 
adulthood interpersonal relationships (Feldman, 2011; Gorton & Alston, 2009; Stewart, 2012).  
There is an intricate connection between attachment and the nuances of sensitivity and safety.  
So, failure to construct safe environments within the school system has a greater propensity to 
trigger actions from adolescents who may have developed reactive attachment disorder (RAD; 
Minnis et al., 2009).  
Mesosystem.  The mesosystem, as conceived by Bronfenbrenner (1977), encompasses 
interrelationships among two or more microsystems, each of which includes individuals.  
Numerous interpersonal dynamics are possible in the mesosystem structure that may involve 
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administrators and teachers, administrators and students, teachers, and teachers, or even teachers 
and students.  From a parental perspective, parents may also establish relationships with the 
school as a holistic mesosystem.  In the context of the family, there could be considerable 
parental involvement with a child’s school.  In this case, the family would constitute one 
microsystem which interacts with another microsystem, that is, the school. 
Parental involvement in a child’s school is vitally important to alleviate concerns of 
deviant behaviors within the school environment.  Also, parental involvement has many distinct 
advantages in communicating with administrators, teachers, and staff members the value that 
parents place on their child’s education and provides support and maintains some level of 
continuity between the child’s influences both at home and while at school (Epstein & Lee, 
1995).  Moreover, it has the potential to fortify much-needed attachments between parents and 
their children, particularly those who are going through many challenging during adolescents 
such as self-assertion, goal-setting, and overall life-purpose understanding. 
Certain theories have sought to link children’s behavior, particularly school violence, to 
dysfunctional behavior witnessed by children in their home environment.  For example, the 
social learning theory is frequently used to explain bullying behavior observed in children 
(Rotter, 1954; Simons, Lin, & Gordon, 1998).  Hence, the level and nature of interrelatedness of 
the microsystems are pivotal to the outcomes.  In other words, if parental behaviors advocate 
violence and abusive behavior as social norms within the family system, there are more than 
likely to be reinforced and acted out in the school environment (Espelage & Horne, 2008). 
Exosystem.  Another level of system interaction with the ecological systems approach is 
that of the exosystem.  The exosystem level involves the interaction of two or more settings, one 
of which does not contain the individual.  However, even though the interaction does not contain 
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an individual, the occurrence of certain events still indirectly influences processes contained 
within the direct setting in which the individual functions (Bronfenbrenner, 1977).  For example, 
scholars are in general agreement that the mass media, which often sensationally depicts acts of 
violence, is responsible for much of the violent activities that have become increasingly 
commonplace in contemporary youth (Dragowski & Scharron-del Rio, 2014; Dymnicki & 
Multisite Violence Prevention Project, 2013; Huang et al., 2012; Johnson et al., 2012).  
According to Huang et al. (2012), “Mass media-which may or may not directly contain the 
youth-can adversely affect how students socialize with their classmates and peers in schools” (p. 
886).  Moreover, much of the literature over the past few decades suggested a correlation 
between media violence and youth violence (Bushman & Huesmann, 2006; Dahlberg & Potter, 
2001; Han, 2014; Huang et al., 2012; Kallestad, 2010; Rosa & Tudge, 2013). 
The exosystem level, given the tremendous power and impact of the mass media and the 
Internet, perhaps has a more significant and far-reaching effect on today’s youth than any other 
ecological system.  Today’s youth face exposure to every facet of mass media influence 
including social media.  Social media governs their world of communication, education, 
socialization, and overall cultural development.  At the corpus of this evolving culture is the 
sensationalism linked to popular personalities who advocate the “thug” lifestyle.  Unfortunately, 
much of the mass media’s focus is on sustaining high audience ratings and economic well-being 
at the expense of cultivating a nurturing lifestyle that depicts wholesome values and morals.  As 
it relates specifically to the school environment, the leaders and principal stakeholders have 
become increasingly challenged to adopt public relations strategies that support violence 
reduction and promote alternative conflict resolution approaches aimed at perpetuating 
wholesome lifestyles. 
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Macrosystem.  The macrosystem is arguably the most abstract and most complex system 
in Bronfenbrenner’s (1977) ecological systems theory.  The macrosystem can perhaps best be 
perceived as a kind of filtering mechanism that ultimately leads to guide one’s personal beliefs, 
values and perceptions leading to unique, different interpretations of the school violence 
phenomenon (Bronfenbrenner, 1977).  Some influences that may contribute to the macrosystem 
include gender, socio-economic status, family upbringing, religious persuasion, and political 
ideology (Bronfenbrenner, 1977). 
As the human instrument (Lincoln & Guba, 1985) I strongly believe that the ecological 
theory provides the most suitable theoretical framework to adequately explain the wide variety of 
nuances which impact school violence across diverse geographical regions and school 
environments.  The macrosystem level provides a cultural frame of reference that arguably best 
explicates diverse social structures and activities embedded in culturally diverse school 
environments (Bronfenbrenner, 1977).  Given the fact that school environments develop over 
time based on unique organizational, social, political, economic, cultural, and political 
idiosyncrasies, it is reasonable to anticipate similar diversity across differentiated geographical 
contexts (Cavanaugh, 2012; Dymnicki & Multisite Violence Prevention Project, 2013; Maring & 
Koblinski, 2013; Van Houtte & Van Maele, 2011).  
Perhaps one of the most striking differences regarding core beliefs and values found 
when comparing western cultures with eastern cultures is individualistic values versus collective 
societal values.  For example, societies such as the United States are noted for their highly 
individualistic values which promote personal achievement over collective and unified 
approaches to both academic achievement and wealth attainment.  Much of the literature 
indicated that individualistic societies such as the United States reported a higher prevalence of 
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school bullying than collectively oriented countries such as China (Bergeron & Schneider, 2005; 
Forbes, Zhang, Doroszewicz, & Hass, 2009). 
In a study conducted by Forbes et al. (2009), that compared the prevalent rate of both 
direct and indirect peer victimization, among students in China, the United States, and Poland; 
findings revealed that Chinese collectivist society displayed the lowest level of peer 
victimization whereas the United States exhibited the highest.  The core values adopted by 
individualistic societies are centered more on self-centeredness, self-reliance, and self-interests.  
In contrast, collectivistic societies value unity, cohesion, and harmony (Li, Wang, Wang, & Shi, 
2010). 
The cultural dichotomy that exists between eastern and western societies, in the context 
of aggressive behaviors, is quite striking.  Theoretically, societies that have an orientation 
towards individualism, value competition and uphold self-reliance may be more likely to use 
aggressive behaviors to achieve their ends.  On the other hand, collective societies are more 
prone to value group cohesion and unity, thus perceiving bullying activities or other aggressive 
behaviors to be a major threat to group harmony (Li et al., 2010). 
Urie Bronfenbrenner Ecological Systems Theory 
Urie Bronfenbrenner’s (1977) ecological systems theory emerged through a long and 
complex evolutionary process.  His theory was originally known as Urie Bronfenbrenner’s 
(1977) theory of human development, but “underwent considerable changes from the time it was 
first proposed in the 1970s until Bronfenbrenner’s death in 2005” (Rosa & Tudge, 2013, p. 243).  
In fact, some scholars associate his theory primarily in the context of children and adolescent 
development without considering what others perceive to be the central tenet of his theory, 
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namely, the proximal processes and the influence of both contexts and time on these processes 
(Tudge, Mokrova, Hatfield, & Kamik, 2009). 
According to Rosa and Tudge (2013), Bronfenbrenner’s (1977) emerging theory can best 
be explicated in three phases.  In Phase I (1973-1979) Bronfenbrenner (1977) used terms that 
focused on ecological aspects of human development.  In Phase II (1980-1993) his main focus 
was “to show the ways in which the environment was conceptualized, either theoretically or 
empirically, in contemporary research in human development” (p. 245).  In Phase III (1993-
2006) Bronfenbrenner (1977) closely examined the relationship between human characteristics 
and the contextual environments of space and time; and coined the term proximal processes to 
explain these relationships (Rosa & Tudge, 2013). 
During Phase III of Bronfenbrenner’s (1977) human development theory, a number of 
key developments took place to advance further and inform the literature on understanding and 
explicating the phenomenon of school violence and its nuance variables: (a) Bronfenbrenner 
concluded that more competent individualistic outcomes are likely in stable environments, 
whereas, unstable environments decelerate positive outcomes (Bronfenbrenner, 1994, 2001; 
Bronfenbrenner & Ceci,1994; Bronfenbrenner & Morris, 1998, 2006); (b) individuals with 
disruptive dispositions have a propensity toward “impulsiveness, explosiveness, distractibility, 
inability to defer gratification, or, in more extreme form, [readily] resort to aggression and 
violence” (Bronfenbrenner & Morris, 1998, p. 1009; 2006, p. 810); (c) Bronfenbrenner posited 
that ecological environments are best understood as involving phenomenology of a developing 
individual in structured environment (Bronfenbrenner, 1994); and (d) Bronfenbrenner also made 
a major advancement to the understanding of the school violence phenomenon “by paying more 
explicit attention to the role played by the person in development, to processes of development, 
 46 
to culture and subculture as important parts of the macrosystem, and the chronosystem” (Rosa & 
Tudge, 2013, p. 254). 
Related Literature 
The purpose of this literature review was to explore in greater detail the phenomenon of 
school violence and its related nuances while establishing a sound theoretical framework to 
answer the research problem.  The literature review reflected results of preliminary research on 
the school violence phenomenon and its related nuances and placed this study in its proper 
historical perspective by comparing diverse views on the school violence phenomenon in recent 
years.  Additionally, the literature review identified patterns and trends in the literature and most 
importantly, highlighted gaps in the literature that had previously investigated the school 
violence phenomenon.  I investigated previously unexplored areas related to the school violence 
phenomenon; and reviewed, identified, and unveiled key concepts and issues in the body of 
literature, specifically in the context of this study’s central and sub-questions.  Also, as suggested 
by Lincoln and Guba (1985), I sought to demonstrate that as the human instrument I studied, 
researched, analyzed, and synthesized the body of literature related to the school violence 
phenomenon. 
Contributory Factors Associated with School Violence 
Violence, traditionally defined in the context of causing physical bodily harm to another 
individual, is different than school violence.  School violence has been defined in a much 
broader context and encapsulates emotional, psychological, and social harm (Morrison et al., 
1994).  In this study, school violence encapsulated (a) individual victimization experiences 
(Furlong et al., 1995), (b) gang activities and weapon possession (Kingerly et al., 1985), (c) 
 47 
illegal substance abuse (Furlong et al., 1997), (d) bullying (Morrison, 2009), as well as (e) 
conflict and crisis management (Gorton & Alston, 2009; Nickerson & Brock, 2011). 
School violence is a phenomenon that manifests among children and adolescents.  
Extensive research has been conducted aimed as unveiling possible contributory factors that 
ultimately result in aggressive and dysfunctional behaviors among adolescents (Brock, 
Nickerson, O’Malley, & Chang, 2006; Dahlberg & Porter, 2001; Frisk & Morris, 2004; Hirachi 
et al., 2006).  It is now generally accepted that violence among children and adolescents results 
not only from individual characteristics but also environmental factors (Evans et al., 2010; 
Nickerson & Brock, 2011).  This line of thinking supports the Bronfenbrenner (1977)’s 
integrative ecological theory which can aptly apply to the phenomenon of school violence.  
According to Dahlberg and Potter (2001), a wide range of moderating and mediating 
influences impact violent behaviors and victimization.  Nickerson and Brock (2011) further 
contended that “Violence is imbedded within the larger context of the school” (p. 4) noting that, 
“variables such as school size, setting, grade level, and percentage of students in special 
education are all linked to school violence” (p. 4).  In addition, secondary school students are 13 
times more likely to be killed in acts of violence than are elementary school students (Mercy & 
Rosenberg, 1998).  Over the past couple decades, U.S. schools invested more than 10 billion 
dollars in efforts to reduce violence and improve safety (U.S. Department of Justice, Office of 
Community Oriented Policing Services, 2003). 
Conflict management.  Violence is the result of a number of progressive and interrelated 
precursory events.  In the simplest sense, aggressive behaviors typically are birthed out of some 
conflict or crisis.  Within the context of this research study, it was necessary to frame the 
nuances associated with school violence.  Moreover, it was important to seek to understand how 
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to reduce school violence through proactive activities such as conflict and crisis management.  
Gorton and Alston (2009) assert that “Interpersonal and intergroup conflict occurs to some extent 
in all organizations and are a natural part of social relationships” (p. 123).  For this reason, and 
because of their leadership role and decision-making responsibilities in relation to their students. 
this study purposefully sought to get the perceptions of teachers’ lived experiences (Moustakas, 
1994) with school violence, school climate, and school safety,  
 Within the school environment context, conflict often precedes violence.  Hence, 
understanding the role of the administrator is critical, particularly because of his or her 
leadership role.  The administrator's role is to carefully and clinically assess individual role 
behaviors, personality differences, personal and personnel needs, school climate, and school 
culture, and to effectively manage expectations (Gorton & Alston, 2009; Hoy & Miskel, 2008; 
Kallestad, 2010).  Gorton and Alston (2009) are careful to emphasize the importance of 
understanding the expectations concept noting, “The need for the administrator to identify and 
understand the role of expectations of others cannot be overemphasized” (p. 125). 
 One of the keys to understanding the role and expectations of others, in the context of 
conflict management, is the need to be culturally sensitive and competent.  According to 
Annandale, Heath, Dean, Kemple, and Takino (2011), “Recent student demographics support the 
growing need for cultural sensitivity in school-based crisis prevention” (p. 18).  At the center of 
many conflicts is the individual’s perception of a given situation as well as how individuals and 
groups interact socially (Sue & Sue, 2007).  From an ecological point of view, the 
interconnectedness of conflict, social interaction, individual and group perception, as well as 
crisis planning can be observed. 
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Teasley (2013) discussed six methods for school violence assessment, prevention, and 
intervention within culturally diverse school communities primarily through an integrated 
personnel service approach.  In another study conducted by Annandale et al. (2011) cultural 
competency was assessed in the context of school crisis planning.  Crisis plans were collected 
from websites for 40 states over a 14-month period.  Emanating from the study was the need for 
major improvements in the following areas: (a) communicating with parents during and after 
school crises or emergencies; (b) heightening cultural sensitivity and competencies, particularly 
among most vulnerable populations; and (c) making parental involvement in crisis planning 
mandatory (Annandale et al., 2011). 
The effectiveness of individual administrators is a function of understanding the three key 
principles: direction, clarity, and intensity (Gorton & Alston, 2009).  The critical variable to be 
understood concerning direction is "the nature of the situation" (Gorton & Alston, 2009, p. 126), 
and clarity is pivotal to understanding and interpreting stakeholder expectations.  In sum, 
intensity focuses on “continuous efforts to ascertain the intensity of the expectations of 
individuals and groups” (Gorton & Alston, 2009, p. 133).  As such, if the nuance of conflict 
management is to be understood, key proactive and inclusive strategies that might reduce the 
level of school violence, need to be investigated from multi-layered perspective across diverse 
school environments. 
Crisis management.  Unresolved escalating conflict eventually leads to some form of 
crisis.  Defining crisis often occurs in a broad sense because of its contextual complexity.  For 
this reason, finding a standard definition of crisis is difficult.  Crises are, by definition, events 
that occur under unexpected and unpredictable circumstances (Floyd, 2008; Nickerson & Brock, 
2011; Zdziarski, 2006).  Crisis events are often correlated to myriad acts of threatened or 
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intentional acts of violence and often result in personal distress, injury, or even death (Nickerson 
& Brock, 2011).  Bronfenbrenner’s (1977) multilayer ecological theory is also applicable to 
school crisis prevention and intervention because multiple factors contribute to crises including: 
(a) micro-level factors such as individually-related accidents or intentional dysfunctional 
behaviors, (b) meso-level factors which are organizational factors or events which directly affect 
human responses in crisis, and (c) macro-level factors which are societal influences that 
ultimately shape human reactions to various perceived threatening situations (Boin, 2004). 
In a between-subjects’ post-test only research design conducted by Zhe and Nickerson 
(2007), they investigated the effects of an intruder crisis drill on children’s knowledge, anxiety, 
and perception of safety.  Participants in the study consisted of 74 fourth, fifth and sixth-grade 
students between ages 8 to 11 years (Zhe & Nickerson, 2007).  The study confirmed that students 
“can attain specific knowledge about the procedures of an intruder crisis drill” (Zhe & 
Nickerson, 2007, p. 506) through appropriate instruction and training.  However, “the treatment 
and control groups did not differ in state anxiety or perceptions of school safety” (Zhe & 
Nickerson, 2007, p. 596).  This study clearly exemplifies the multi-level ecological factors that 
operate in crisis or perceived threatening situations (Boin, 2004; Bronfenbrenner, 1977). 
In an educational context, Zdziarski (2006) defined a campus crisis as “An event, often 
sudden or unexpected, that disrupts the normal operations of the institution or its educational 
mission and threatens the well-being of personnel, property, financial resources, and/or 
reputation of the institution” (p. 5).  Based on this definition, it seems reasonable to assume that 
some type of relationship exists between behavior conflict or crisis and situational crises.  
Paulauskas (2009) suggested that “Behavioral crises be managed by utilizing different 
nonviolent crisis prevention techniques, post intervention strategies that may result in significant 
 51 
therapeutic value and successful socialization of the child” (pp. 134-135).  Yearwood (2011) 
contended that the identification of troubled students is a critical component of threat and crisis 
management.  Therefore, it is extremely important for administrators, teachers and support staff 
working in the field of education to carefully and continuously review student personal files, and 
be aware of their developmental history in proactively seeking to identify potential school safety 
threats. 
The development of proactive and strategic crisis management systems may be pivotal to 
being adequately prepared with potential acts of aggression and violence.  Gainey (2009) 
conducted a quantitative study in South Carolina using a mixed sample data from primary 
populations namely, superintendents and public relations managers from 85 public school 
districts.  A standardized questionnaire was the primary instrument used to collect data.  Gainey 
also conducted a similar study in the state of Georgia.  From the two pilot studies, Gainey 
concluded that “schools still need comprehensive crisis plans” (p. 273) and that “educational 
leaders must ensure that schools and school districts are ready to meet new and continuing 
challenges to successfully and safely educate the nation’s next generation of children” (p. 273). 
Aggression.  Another contributor to school violence is aggression.  Aggressive behaviors 
such as violence, bullying, and peer victimization continue to be a major source of concern 
among administrators, teachers, and students, specifically as they relate to impediments to 
student achievement and well-being (Puttallaz et al., 2007).  At the corpus of these concerns is a 
purposeful attempt by the scholastic community to determine the individual factors that 
contribute to, and seek to explain, aggressive behaviors and violent activity among adolescent 
students. 
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Ecologically, aggression has been linked to physiological irregularities, particularly the 
autonomic nervous system (Lorber, 2004), emotional and attention deficit disorders (Giancola, 
Moss, Martin, Kirisci, & Tarter, 1996; Seguin, Pihl, Harden, Trembaly, & Boulerice, 1995), and 
temperament issues resulting mainly from high levels of irritability and low levels of tolerance 
(Frick & Morris, 2004).  There is also a body of research that posits that much of the aggressive 
behavior demonstrated by children and adolescents is attributed to deficiencies in social 
information processing that predispose them to hostile behaviors in conflict situations (Dodge & 
Frame, 1982; Dodge, Petit, Bates, & Valente, 1995). 
 There are a number of environmental factors that also influence aggression in children 
and adolescents including: (a) maternal depression (Boyle & Pickles, 1997), (b) antisocial 
behavior and personality disorders in parents (Frick et al., 1992; Megargee, 2009), (c) parental 
substance abuse (Malo & Trembaly, 1997), (d) low level education (Juby & Farrington, 2001), 
(e) parent-child attachment disorders (Hirachi et al., 2006), (f) peer-socialization (Lacourse, 
Nagin, Tremblay, Vitaro, & Clates, 2003), and (g) peer ostracism (Miller-Johnson, Coie, 
Maumary-Gremaud, & Bierman, 2002).  Since both individual and environmental factors 
contribute to aggression in multifaceted and complex ways, the utilization of Bronfenbrenner’s 
(1977, 1979)’s ecological theory may be considered the most suitable theoretical framework to 
explain the phenomenon of school violence and its many attending nuances. 
 Farrell, Henry, Mays et al. (2011) conducted a quantitative study that sought to answer 
two research questions: (a) What relationship exists between the parental moderation and school 
norms? and (b) Do parents, in the role as moderators, have any impact on school norms, peer 
influences, or aggression in middle school students?  Participants were recruited randomly from 
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different cohorts of 80 students from various middle schools in the Chicago area.  Results from 
the study led Farrell, Henry, Mays et al., (2011) to conclude that: 
The significant effects for both class norms for aggression and perceived school norms 
for aggression suggest that there is an overall ecological effect at the class level but that 
an individual’s perception of school norms are also related to their frequency of 
aggression.  (p. 156) 
This conclusion again underscores the applicability of Bronfenbrenner’s (1977) 
ecological theory to understand the phenomenon of school violence, particularly about the 
interconnectedness between aggression and individual’s perception.  In addition, much of the 
attempts to understand aggressive behavior have focused on seeking to categorize both the 
prevention and the risk factors directly associated with aggression.  Fergus and Zimmerman 
(2005) have refined a classification based on broad-based risks and prevention factors.  
Specifically, Henry et al. (2011) posited that “Differentiating promotive factors that reduce risk 
or increase the likelihood of positive outcomes from protective factors that buffer risk” (p. 482) 
buttress this classification. 
Individual level aggression.  In the context of seeking to identify what promotive factors 
may ultimately lead to violence and risks reduction, research revealed several variables as 
possible contributors to aggressive behavior at the individual level.  For example, core beliefs 
and values concerning aggression, non-violent activity, and self-efficacy beliefs have all been 
associated with what are perceived to be applicable responses to conflict and crisis situations 
(Henry et al., 2011).  As such, there are some spheres of scholastic literature that link normative 
beliefs about aggression to aggressive behavior, specifically in the context as both a catalyst and 
mediator to aggression (Guerra, Huesmann, & Hanish, 1994).  It is believed that one’s core 
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beliefs, which ultimately play a significant role in shaping one’s worldview on aggression, bear 
some correlation to one’s perception of violence in general and school violence in particular 
(Bronfenbrenner, 1994, 2001; Bronfenbrenner & Ceci,1994; Bronfenbrenner & Morris, 1998, 
2006; Rosa & Tudge, 2013). 
Self-efficacy is another important factor that contributes to mediator change in aggressive 
behavior and non-violent approaches aimed at school violence reduction.  Self-efficacy may be 
defined as an individual’s confidence in his or her ability to perform a given action or task 
(Henry et al., 2011).  It is a key construct to Bandura’s (1977) motivation and social learning 
theories and is a key element in bully-victim relationships (Gottheil & Dubow, 2001).  Self-
efficacy beliefs associate with reduced levels of anxiety, depression, and overarching 
dysfunctional behaviors (Singh & Bussey, 2009).  Most importantly, recent qualitative studies 
suggest that possessing low levels of self-efficacy may be a hindrance to the development and 
effective implementation of non-violent intervention strategies (Farrell et al., 2008; Henry et al., 
2011; Sprague, 2008).  With regards to this study, it became imperative to gain a deeper 
understanding of what factors contribute to and influence school-influenced aggression.  
In a landmark quantitative study conducted by Frisby et al. (2005), the researchers 
investigated identifying core profiles in attitude towards school violence.  They used a 
sophisticated instrument called The Profile Analysis via Multidimensional Scaling TM (PAMS).  
This instrument makes it possible for researchers “to study individual differences in the degree to 
which a person’s data on multivariate instruments correspond with a smaller number of “core’ 
profiles that underlie data” (p. 5).  Data were collected from a diverse sample of 456 participants 
to systematically examine subjectivity psychometric principles (Frisby et al., 2005).  Two core 
profiles emerged following the researchers’ analyses.  One profile showed attitudes that 
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attributed school violence to media, lack of religious practices in schools, poor parenting skills 
and a decline in morals.  Profile two attributed the levels of school violence to a lack of gun 
control and the inability of school personnel to identify students with psychological problems 
(Frisby et al., 2005).  The diversity of individual attitudes towards school violence as well as the 
varied normative beliefs illustrate not only the complexity of the school violence phenomenon 
but again lend strong support to Bronfenbrenner’s (1977) ecological theory to effectively 
explicate the phenomenon.  
School-influenced aggression.  With regards to seeking to gain an intricate 
understanding of the link between individual aggression, school safety, and the school 
environment, it is recommended to pursue further investigation.  As such, researchers must 
consider how individual aggression may contribute to the school violence phenomenon.  In a 
study conducted by Henry et al. (2011) three primary predictors of individual aggression were 
identified as having received little attention, “(a) school norms related to aggression and 
nonviolence, (b) interpersonal climate (i.e., student-student relationships and student-teacher 
relationships) and (c) school responsiveness to violence (i.e., school safety concerns and teacher 
awareness and responsiveness to violence” (p. 483).  Given this reality, this information provides 
further support that a definite gap exists within the literature on understanding the link between 
aggressive behaviors, school climate, and school safety, specifically school violence. 
Evidently, the nuances associated with aggressive behavior are numerous (Dragowski & 
Scharron-del Rio, 2014; Farrell, Henry, Mays et al., 2011; Frick & Morris, 2004; Henry et al., 
2011; Lorber, 2004).  For example; social norms, peer pressure, social status, academic 
achievement, cultural background, familial considerations, and individual perceptions about 
bullying are but a few of the variables that contribute to aggressive behaviors (Blosnich & 
 56 
Bossarte, 2011; Espelage & Horne, 2008; Hawker & Boulton, 2000; Van Houtte & Van Maele, 
2011).  In fact, recent research studies and peer-reviewed literature suggest that adolescents may 
have misconceptions about bullying and its acceptability as a social norm (Frisby et al., 2005; 
Henry et al., 2011; Olweus, 1995; Yahn, 2012).  There is convincing evidence from other 
sources that also suggests that correcting such misperceptions by providing normative feedback 
may lead to positive changes in individual behaviors (Cunningham & Selby, 2007; Farrell et al., 
2008; Frisby et al., 2005; Henry et al., 2011; Singh & Bussey, 2009).  The relationship between 
what is perceived as social norms as it relates to school violence and the individual aggressive 
behaviors appears to be quite strong.  Thus, a variety of efforts to curb violent activities within 
the school environment context has focused on attempting to change perceived frequency of 
norms and their acceptability (Farrell & Camou, 2006). 
The second factor thought to be both a precursor and predictor of individual aggression 
within the school environment is interpersonal climate.  The nature and level of social interaction 
that occurs among students, between students and administrators, and between students and 
teachers drives the nuance of interpersonal climate (Gorton & Alston, 2009; Stewart, 2012).  One 
of the most pivotal factors that influence the overall interpersonal climate is that of interpersonal 
communication.  Stewart (2012) asserted that “The main characteristic of interpersonal 
communication is that the people involved are contacting each other as persons” (p. 31).  Even 
though students are in a position of subordination, the type of interpersonal climate that exists 
between student and administrator, and student and teachers, is determined by whether 
administrators and teachers communicate with students as persons. 
Regarding leadership influence, particularly the influence of student-teacher 
relationships, several qualitative studies have found that students have identified what may be 
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described as socially unacceptable interactions from teachers as their greatest source of 
discomfort and distress (Farrell et al., 2007; Haselswerdt & Lenhardt, 2003).  Students reported 
that in their interactions with some teachers, they strongly felt that they were being victimized 
and treated unfairly, resulting in students displaying various forms of aggressive behaviors that 
ultimately would be described as school violence (Farrell et al., 2006). 
Social integration also plays a vital role in whether or not a manifestation of aggressive 
behaviors occurs under distressful situations.  In a mixed-method research study conducted by 
Black (2010), to determine the extent to which servant leadership correlated to school climate, 
data were collected from a random sample of 231 full-time teachers and 15 principals.  Results 
showed “a significant positive relationship between the perceptions of servant leadership 
practices and perceptions of school climate” (p. 459).  Findings indicated when others perceived 
that school administrators practiced servant leadership, there was an accompanying perception 
that the school climate was positive (Black, 2010). 
Consequently, the nature and style of communication engaged by administrators and 
teachers with their students, to a large extent determines their emotional responses.  
Communication has proven to be one the key predictors in the successful implementation of 
bullying prevention programs (Kallestad & Olweus, 2003).  Authentic interpersonal 
communication requires trustful self-disclosure and identity revelation (Gorton & Alston, 2009; 
Kallestad & Olweus, 2003; Stewart, 2012).  Even a brief exchange of words reveals the 
intricacies of verbal versus non-verbal communication.  The importance of listening versus 
talking coupled with the impact, context, and content of the message versus the metamessage can 
modify the interpersonal climate (Stewart, 2012).  Stewart (2012) captured the very essence of 
this rationale: 
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Because they do not reside in the words themselves, metamessages are hard to deal with.  
Yet they are often the source of both comfort and hurt.  The message (as I’ve said) is the 
word meaning while the metamessage is the heart meaning- the meaning that we react to 
most strongly, that triggers emotion.  (p. 257) 
Gender-influenced aggression.  Over the last few decades, research has shown that 
males have been considered the more aggressive gender on bullying and aggression (Espelage & 
Horne, 2008; Yerlikaya, 2014).  Researchers reported that male students were significantly more 
likely to engage in bullying perpetration and generally were prone to display more physically 
aggressive behaviors (Espelage & Horne, 2008).  In contrast, females tended to exhibit more 
covert aggressive behaviors such as verbal aggression, ostracism, and emotionally aggressive 
non-verbal communication (Huang et al., 2012). 
In the context of the school environment, questions remain as to whether gender is an 
influential factor where aggressive behaviors are concerned (Espelage & Horne, 2008; Huang et 
al., 2012; Rogers & Hodges, 2003; Rogers, Lambon, Hodges, & Patterson, 2003).  There are 
many variables in operation that make it difficult to predict with any level of certainty whether 
gender features as a moderator within the school environment.  According to Farmer et al. (2002) 
as well as Rodkin and Hodges (2003), gender moderation, as it relates to school influences, may 
be subject to myriad variables.  For example, females have shown a greater orientation toward 
social cues than males (Cross & Madson, 1997). 
As it relates to gender specificity, aggressive females tend to an orientation that is more 
targeted at peers than do aggressive males.  Hence, it may lead one to conclude that “female 
aggression is more dependent on school norms and interpersonal climate than is male 
aggression” (Henry et al., 2011, p. 484).  Males generally have higher levels of both aggression 
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and beliefs about aggression than females.  Thus, they may have stronger school influences than 
females. 
One of the most prominent aggressive behaviors to surface in recent years in the school 
system has been that of bullying.  In a quantitative study, Duncan and Owens (2011) investigated 
girls’ popularity in relation to bullying and social power using Q methodology.  Q methodology 
is the “systematic study of subjectivity” (Valenta & Wigger, 1997, p. 501).  According to Watts 
and Stenner (2005), “Q methodology was designed for the very purpose of challenging the dated, 
Newtonian logic of ‘testing’ that continues to predominate in psychology” (p. 69).  A purposeful 
sample of 28 girls aged between 14 and 16 years was divided into five groups (Duncan & 
Owens, 2011).  Results showed that some of the girls in efforts to become popular or safe “must 
create a converse social identity for others” (Duncan & Owens, 2011, p. 313).  Such findings 
provide a strong argument to conduct more qualitative research studies to understand the 
phenomenon of school violence, particularly as it relates to gender specificity. 
Genotype determines gender (DiLalla & John, 2014).  As such, some studies have been 
conducted to determine what role child genetics may contribute to aggressive behaviors.  In 
another recent study, DiLalla and John (2014) investigated genetic and behavioral influences in 
received aggression among unfamiliar pre-school peers.  Participants in the study were 
intentionally selected from 118 five-year-olds constituting diverse sex combinations.  The 
children were videotaped in 20-minute intervals under laboratory conditions and play 
interactions coded based on various aggressive and non-aggressive behaviors.   
“Result demonstrated that receiving aggression and all three correlated play behaviors 
were best explained by a DE model, suggesting that dominant genetic effect and non-shared 
environmental influences are important in the aggression dynamic” (DiLalla & John, 2014, p. 
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184) (D here is nonadditive genes and E here is nonshared environment).  Also, the study 
suggested that “children evoke certain experiences (in this case aggression) from their 
environment” (DiLalla & John, 2014, p. 184).  This study adds further credence in support of 
postulating Bronfenbrenner’s (1977, 1979) ecological theory to explicate the interrelated nature 
that genetics and the environment play in determining aggressive behaviors.  Likewise, 
Bronfenbrenner’s (1977, 1979) ecological theory best explicates school violence and its linked 
nuances. 
In a qualitative study, Letendre and Smith (2011) employed focus groups with 20 middle 
school girls to ascertain their perceptions on girls fighting in the middle school environment.  
Letendre and Smith conducted four focus groups among seventh and eighth graders, two with the 
seventh graders and the other two with the eighth graders.  This study also validated the use of 
Bronfenbrenner (1977)’s ecological theory to explicate gender-specificity as it relates to 
relational and physical aggression (Letendre & Smith, 2011).  The findings of the study indicated 
that “the problem of girl fighting, as with other problems of school violence, is influenced by 
school context and so must be addressed at both individual and systemic levels” (Letendre & 
Smith, 2011, p. 54). 
Bullying.  Over the past decade, bullying has become a major point of discussion in the 
context of socially dysfunctional behavior.  In fact, there has been an increase in association 
between acts of bullying with school violence.  Morrison (2009) noted that “30% of sixth – 10th 
graders in the United States were either a bully, a target of bullying, or both” (p. 201).  
Moreover, researchers have reached the consensus that bullying is a subset of aggression (Cowie 
& Jennifer, 2008; Espelage & Swearer, 2003; Olweus, 1995).  Since researchers generally agree 
that bullying is a subset of aggression, attempts should also be made to arrive at some acceptable 
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frame of reference as to what constitutes bullying.  In addition, Yahn (2012) posited that “There 
is not even a universally accepted set of definitions or criteria for what constitutes bullying” (p. 
20). 
In a quantitative research study conducted by Blosnich and Bossarte (2011) the key 
research questions advanced were to determine how low-level violence behavior, particularly 
bullying, affect the general well-being of the school population.  The researchers constructed the 
sample for this study from the 2007 School Crime Supplement (SCS) of National Crime 
Victimization Survey (NCVS).  According to Blosnich and Bossarte, “The overall prevalence of 
peer victimization related to bullying (i.e. experiencing one or more forms of victimization) was 
31.3% among the sample” (p. 110).  To adequately identify the scholastic gap in the literature, it 
is imperative to explicate bullying, particularly in the context of how it implicates school climate 
and school safety.  Blosnich and Bossarte concluded that “Given the serious consequences of 
bullying and peer victimization, prevention and intervention programs are crucial and have been 
implemented with mixed results” (p. 108). 
Bullying can create very stressful environments for students, thereby making it hard to 
concentrate on their studies and resulting in poor academic performance (Mishna, 2003).  Also, 
students who are at-risk to bullying have manifested poor physical and emotional health (Nixon, 
Linkie, Coleman, & Fitch, 2011), poor school and social adjustments, depression, peer rejection, 
and ostracism, as well as low self-image and self-esteem (Hawker & Boulton, 2000).  These 
maladies all contribute to the overall school climate and school safety as perceived by teachers, 
administrators, and students.  More emphatically, the repercussions on the long-term 
psychological, emotional, and social development of at risk students can lead to negative impacts 
and potential lifelong scars that prohibit their coping skills, abilities to resolve conflict, the 
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proper development of normal healthy and trusting relationships, and even the confidence to 
aggressively seek meaningful employment (Holzbauer, 2008; Shaw et al., 2012). 
A participatory action research study was conducted by Shriberg et al. (2015) to 
investigate best practices aimed at reducing bullying in middle schools.  Shriberg et al. (2015) 
explained the benefits of utilizing participatory theoretical framework, “Participatory Action 
Research (PAR) offers a lens from which schools not only can evaluate the effectiveness of a 
specific program, but also identify the needs in their school and take an active role in addressing 
them” (p. 144).  Data were collected in two phases over a two-year period through interviews 
from eight educators and eight students.  In addition, 334 students from the seventh and eighth 
grades responded to a demographic survey.  While results were not favorable in terms of 
bullying reduction, the study confirmed the applicability of Bronfenbrenner’s (1977) ecological 
systems approach through its “a multifaceted anti-bullying needs assessment and intervention” 
(p. 158). 
The multidimensional nature of bullying was also highlighted in a study by Espelage et 
al. (2013).  In this longitudinal study, the researchers investigated family violence, fighting, and 
substance use among adolescents.  The social interaction theory provided the theoretical 
framework for potentially linking the nuances of family violence, fighting, and substance use 
(Espelage et al., 2013).  Data collection occurred from using three waves of surveys with 1,232 
students across four Midwestern middle schools in Spring 2008, Fall 2008 and Spring 2009 
(Espelage et al., 2013).  The social learning theory had limitations in explicating all links.  
Espelage et al. offered the following explanation: 
Future studies are needed to flesh out the secondary mechanisms (i.e., more proximal 
determinants) explaining the links between bullying and substance use, ideally taking the 
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forms of bullying into account, as well as individual level (e.g., race, ethnicity, 
socioeconomic status, gender) and macro level contextual factors (e.g., culture).  (p. 345) 
School Violence’s Link to School Climate and School Safety 
Chronologically speaking, in the 1950s, the concept of organizational climate first 
emerged (Argyris, 1958).  In the 1960s there was an intentional shift from the broad organization 
concept to that of the school environment where attempts were made to measure both school and 
classroom climates.  Next, Halpin and Croft (1963) then embarked on an initiative to develop the 
Organizational Climate Description Questionnaire™ (OCDQ) which centered on the 
relationships between educational leaders and teachers.  To effectively develop their research 
design, they borrowed the concept of organizational climate from organizational research 
(Argyris, 1958). 
 From the 1970s onward steady and progressive research built momentum as it related to 
researchers’ understanding of school climate and school culture.  Finlayson (1973) built on the 
OCDQ framework with the addition of the Pupil Questionnaire™.  During the same timeframe, 
other education researchers developed other scales and instruments including the Learning 
Environment Inventory™ (LEI; Anderson & Walberg, 1968).  Moos and Trickett (1974) 
assessed the school climate of both junior high and high school classroom environments using 
the Classroom Environment Scale™ (CES).  In the ensuing years, there was further impetus 
created with regards to using school climate as a tool to assess and improve school efficiency and 
effectiveness, spanning a period of three decades (Van Houtte & Van Maele, 2005). 
 After then, the nuance of culture emerged when Pettigrew (1979) introduced 
anthropological concepts of culture to the organizational framework.  Numerous other 
organizational researchers gravitated to the concept, and much like the organizational climate 
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nuances, transferability followed, resulting in the application of the concept to the school 
research setting.  In fact, by the end of the 1980s, school research had adopted and integrated the 
organizational research concept into school research and used it to frame the character of the 
schools under investigation (Maxwell & Thomas, 1991; Prosser, 1999; Van Houtte, 2005). 
To put the concepts of school culture and school climate in proper perspective, it was 
imperative to get other historical perspectives.  Hoy and Miskel (2008) asserted that “Climate 
has its historical roots in the disciplines of social psychology and industrial psychology rather 
than anthropology and sociology” (p. 197).  The authors suggested viewing school climate from 
a three-dimensional lens incorporating openness, health, and citizenship (Hoy & Miskel, 2008).  
Essentially two paradigms emerge from the key qualitative research instrument, the OCDQ; the 
open climate and the closed climate (Hoy & Miskel, 2008). 
School climate and school culture are two abstract concepts which are subject to 
divergent theoretical interpretations.  For example, some argue that there is a predominant 
manifestation of organizational culture in cultural norms; others suggest distinct but shared core 
values; others still focus on ideologies, philosophies, and emergent systems (Hoy & Miskel, 
2008).  Despite this level of diversity in opinion, Hoy and Miskel (2008), adventurously offer the 
following definition, "organizational culture is a system of shared orientations that hold the unit 
together and give it a distinctive identity" (p. 177).  As such, a multi-level theory of 
organizational culture is appropriated, which postulates superficiality in the form of cultural 
norms and depth in tactic responses.  The mid-level abstraction for culture is postulated as 
“shared beliefs and values” (Hoy & Miskel, 2008, pp. 178-179).  Contextually speaking, the 
shared beliefs and values in any society will never be totally harmonious.  Humankind, due to 
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her individual nature creates a uniqueness of thoughts and beliefs predominantly dictated by 
one’s personal life experiences. 
In the educational context, the school culture is perhaps best understood in the context of 
typology and functionality.  However, in the absence of evidenced-based research, numerous 
symbolic frames and schemas are used to justify and interpret individual experiences (Hoy & 
Miskel, 2008).  According to Hoy and Miskel (2008), four primary sources of self-efficacy exist 
"master experience, vicarious experience, social persuasion, and emotional arousal" (p. 188).  
The authors contend that these sources lead to the formation of performance-orientated collective 
efficacy through an analytical process of teacher tasks and competencies. 
Given the abstract nature of school climate and school culture, obtaining evidence-based 
research becomes extremely reliant on instrumentation.  According to Hoy and Miskel (2008), 
this parameter of school-based culture has several "reliable instruments to measure it" (p. 190).  
In terms of health assessment, the Organizational Health Index™ (OHI) is the measurement tool 
of choice.  Climate citizenship ably supports this, as measured by the Organizational Citizenship 
Behavior™ (OCB) scale (Hoy & Miskel, 2008).  There are three interventions recommended for 
cultural and climatic change in schools: the clinical strategy, the growth-centered strategy, and 
the norm-changing strategy (Hoy & Miskel, 2008). 
There is a strong and consistent correlation between a strong school culture of efficacy 
and high student achievement.  Specifically, the Omnibus T-Scale™ measuring instrument is 
used to determine faculty trust in schools (Hoy & Miskel, 2008).  As it relates to school culture, 
Hoy and Miskel (2008) concluded that a three-dimensional conceptualization of academic 
optimism that interconnects collective efficacy, faculty trust, and divergent models for pupil 
control is most appropriate.  In terms of theoretical constructs, one ideology is custodial, the 
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other is humanistic (Hoy & Miskel, 2008).  Another frame of viewing school climate is in terms 
of its health.  Within the matrix of a social system, three fundamental organizational needs 
emerge: the institutional, the managerial, and the technical.  According to Hoy an Miskel, “A 
healthy organization is one in which the technical, managerial, and institutional levels are in 
harmony.  The organization is both meeting its needs and successfully coping with disruptive 
outside forces as it directs its energies toward its mission” (Hoy & Miskel, 2008, p. 203). 
In a cohort longitudinal study conducted over a 12-year period in Norway, Kallestad 
(2010) investigated school climate measurements using diverse scales.  Kallestad restricted the 
target population to teachers from elementary and secondary schools.  “The five dimensions of 
school climate were labeled [sic] ‘Teacher-Leadership Collaboration’ (TL Collaboration), 
‘Teacher-Teacher Collaboration’ (TT Collaboration), ‘Openness in Collegial Communication’ 
(Communication), ‘Orientation to Change’ (Change), and ‘Influence over Classroom Practice’ 
(Influence)” (Kallestad, 2010, pp. 3-4).  Clearly exhibited in this study are the relevance and 
applicability of scales in the interpretation of school climate.  Kallestad’s study shows (a) 
“changes in what characterizes the school climate over a time period of approximately 12 years” 
(p.10), (b) that teachers’ orientation to change should not be considered as an aspect of school 
climate, and (c) school climate change over time is what distinguishes one school from another. 
 Over the past three decades, focus and attention have been given to school climate reform 
to measure school violence and improve school safety.  The CDC (2009) has recommended 
using institutional reformation strategies around school climate as a strategic intervention to 
improve the teacher-student relationship, school interconnectedness, and school dropout rates.  
The U.S. Department of Education (2007) has invented in-school programs such as Safe and 
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Supportive Schools (S3) in its sustainable efforts to generate empirical data to more accurately 
measure and improve school climate in American schools. 
 In a recent quantitative study, Hernandez, Floden, and Bosworth (2010) compared 
teachers’ and students’ perception of safety.  They compared data using a combination of 
grounded theory and statistics based on information provided by teachers and students during 
focus groups.  Results showed that “the most commonly reported incidents were serious violence 
and attacks (19.6%), minor violent incidents (19.2%), and other school-related crime (14.9%).  
In contrast, the crimes least often reported to law enforcement agencies were intimidation and 
bullying (6.4%), weapons (2%), and alcohol (1.5%)” (Hernandez et al., 2010, p. 365). 
Researchers have extrapolated their definition of safety beyond the traditional perception 
that limited safety to an absence of violence (Hernandez et al., 2010).  Several other ecological 
characteristics have now become linked to safety including: self-regulation, socio-emotional 
considerations, individual student feelings about forms of disciplinary actions as well as personal 
insecurities felt due to stereotypical ethnic behaviors (Hernandez et al., 2010).  The multi-faceted 
and multilayered nature of the school violence phenomenon, including its link to school climate 
and school safety, is borne out of Hernandez and colleague’s (2010) findings.  According to 
Hernandez et al., they discovered “that objectives measures do not always match students’ and 
teachers’ perceptions of frequency of crime” (p. 372).  They also concluded that there were 
perceptual variances of safety based on both crime statistics reported as well as the school’s 
environment as perceived by teachers and students (Hernandez et al., 2010). 
 The concept and definitions associated with school climate continue to evolve.  The 
National School Climate Council (2007) defines school climate as follows: 
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A sustainable, positive school climate fosters youth development and learning necessary 
for a productive, contributive, and satisfying life in a democratic society.  This climate 
includes norms, values, and expectations that support people feeling socially, 
emotionally, and physically safe.  People are engaged and respected.  Students, families, 
and educators work together to develop, live, and contribute to a shared school vision.  
Educators model and nurture an attitude that emphasizes the benefits of, and satisfaction 
from, learning.  Each person contributes to the operations of the school as well as the care 
of the physical environment.  (p. 4) 
 In other words, school climate as a nuance is multifaceted, interconnected, and diverse in 
nature.  Metaphorically speaking, it should not be perceived as a distinct phenomenon.  Rather, 
one should perceive it as a spectrum of multilayered and interconnected colors of light, which 
when interconnected, result in a beam of white light that illuminates and uncovers 
(Bronfenbrenner, 1976, 1979; Shaw et al., 2012; Winter et al., 2010; Yahn, 2012).  The concepts 
of school climate and school culture are often used interchangeably (Van Houtte & Van Maele, 
2011).  There remains considerable debate as to whether there are indeed distinctions between 
the two concepts. 
According to Van Houtte and Van Maele (2005), culture should be considered a subset of 
climate.  Hence, climate speaks to the overall perceived quality of a given organization 
(Anderson, 1982), whereas “the culture is commonly defined more narrowly as a fairly stable set 
of taken-for-granted assumptions, shared beliefs, meanings, and values that form a kind of 
backdrop for action” (p. 507). 
Adopting these assumptions on school climate and school culture, a contextual approach 
that distinguishes the perceived school climate of a secondary school (Anderson, 1982; Hoy & 
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Miskel, 2008) as opposed to a set of core beliefs and values which are ingrained in 
Bronfrenbrenner’s (1977) macrosystem serve to gain a broader understanding of participants’ 
perceptions of the nuance variable school climate.  The concepts of school climate and school 
culture have varying interpretations depending on who gives their conceptual viewpoint 
(Anderson, 1982; Bronfrenbrenner, 1994; Hoy & Miskel, 2008) based on key macrosystemic 
nuances such gender, socio-economic standing, political ideology, religious beliefs, culture, and 
familial distinctions (Bronfenbrenner, 1976, 1977, 1979, 1994; Rosa & Tudge, 2013; Tudge et 
al., 2009). 
Researchers examined school climate from dichotomous perspective; first, from 
individual stakeholder perspectives (Brophy & Good, 1986), and in more recent years from the 
school level perspectives (Cohen, McCabe, Michelli, & Pickeral, 2009).  For this reason, 
“understanding the link between school climate and student and faculty well-being can point to 
promising strategies for schoolwide intervention and improvement” (Gregory et al., 2012, p. 
403).  Research questions one, two, and three in my study sought to determine: (a) How do first 
through fifth year (U.S. sixth through 12th grade) teachers in four different government-owned 
schools in Barbados describe school climate and school safety?; (b) What ecological factors 
developed, to help improve school climate, do first through fifth year (U.S. sixth through 12th 
grade) teachers in four different government-owned schools in Barbados perceive as playing a 
role in creating a safe school environment?; (c) What ecological factors developed, to help 
reduce school violence, do first through fifth year (U.S. sixth through 12th grade) teachers in 
four different government-owned schools in Barbados identify as playing a role in improving 
school safety? These preceding questions sought to advance the literature, not only in terms of 
conceptually understanding the link between school violence, school climate, and school safety, 
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as perceived by teachers but also in terms of the conceptualization of innovative anti-violence 
programs. 
Gregory et al. (2012) conducted an examination of “the relationship between an 
authoritative school climate (characterized by high levels of student support and disciplinary 
structure) and both teacher reports of victimization and school records of threats against staff” (p. 
401).  The researchers administered school climate surveys to 289 public schools ninth grade 
teachers and students in the state of Virginia.  A decision was made to survey ninth graders 
because this grade level exhibited the highest level of disciplinary problems across the state 
(Gregory et al., 2012).  The researchers also conducted regression analyses on a statewide 
sample of 280 high schools, and the results showed that school support, as opposed to school 
structure, “was a consistent predictor of school records of threats against faculty” (Gregory et al., 
2012, p. 401).  The study also showed a definitive relationship between school climate and 
faculty safety “across a diverse and nearly complete statewide sample of high schools (Gregory 
et al., 2012, p. 414). 
In another study, Sullivan et al. (2012) investigated the phenomenon or focus of interest 
of aggression among adolescents with high incidence disabilities.  Research questions in relation 
to this study are: (a) how do peer factors relate to effective non-violent behaviors? and (b) is 
there a relationship between non-violent and aggressive responses to problem situations among 
adolescents with high disabilities? (Sullivan et al., 2012).  “Study participants were 74 
adolescents with high incidents of disabilities (71% with LD [Learning Disability], 15% with ID 
[Intellectual Disability], and 14% with EBD [Emotional Behavioral Deficiency]) who attended 
two public middle schools in a large city in the Southeastern United States in Spring 2007” (p. 
165).  The results of this study demonstrated (a) the far-reaching effects for school-based 
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violence prevention among adolescents with or without disabilities, (b) the scope for the 
development and integration of individual skill building curricula aimed at violence reduction, 
and (c) the potential influences locked in peer relationship development as a tool to institute 
radical school climate change. 
Creating Safer School Environments through Anti-Violence Programs 
Bronfenbrenner’s (1976, 1977, 1979) ecological theoretical framework provides the 
optimum theoretical construct to guide the successful strategies needed to achieve innovative 
schoolwide intervention and improvement programs: (a) Bronfenbrenner concluded that more 
competent individualistic outcomes are likely in stable environments, whereas, unstable 
environments decelerate positive outcomes (Bronfenbrenner, 1994, 2001; Bronfenbrenner & 
Ceci,1994; Bronfenbrenner & Morris, 1998, 2006), (b) individuals with disruptive dispositions 
have a propensity toward “impulsiveness, explosiveness, distractibility, inability to defer 
gratification, or, in more extreme form, [readily] resort to aggression and violence” 
(Bronfenbrenner & Morris, 1998, p. 1009; 2006, p. 810), (c) Bronfenbrenner posited that 
ecological environments are best understood as involving phenomenology of a developing 
individual in structured environment (Bronfenbrenner, 1994), and (d) Bronfenbrenner also made 
a major advancement to the understanding of the school violence phenomenon “by paying more 
explicit attention to the role played by the person in development, to processes of development, 
to culture and subculture as important parts of the macrosystem, and the chronosystem” (Rosa & 
Tudge, 2013, p. 254). 
Some scholars hold the view that school violence interventions can be adequately 
informed only at the individual, as opposed to a more complex ecological-level (Bond, Thomas, 
Coffey, & Glover, 2004; Bonell et al., 2013; Cuijpers, Jonkers, de Weerdt, & de Jong, 2002; 
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Perry et al., 2003).  Ecologically speaking, Johnson et al. (2012) posited that “The school 
environment consists of both the social and the physical environment” (p. 92).  Based on this 
assumption, any workable theoretical assumptions aimed at improving school climate should 
include specific strategies to create a sustainable cultural change within the school environment.  
In a qualitative narrative research design study, Alfonzo et al., (2010) conducted eight 
focus groups involving 86 community stakeholders.  The focus of interest in this study was youth 
violence.  However, the intent of the researchers was to examine this phenomenon from both 
cultural and demographic perspectives.  Five major themes emerged from the research study 
namely, (a) school violence can manifest in diverse forms and has cultural distinctions, (b) 
declining community within society results in escalated youth violence, (c) improper role 
modeling and mentorship account for increased acceptance of youth violence, (d) declining 
societal cultural values exacerbates  lack of student cultural identity, and (e) the promotion and 
reinforcement of cultural values can be strategically used to reduce school violence (Alfonzo et 
al., 2010). 
Ingrained within the social environment theory, are elements such as social cohesion, 
social capital, social norms, and collective action (Cavanagh et al., 2012).  The physical 
environments within the school compounds possibly categorized as “unclaimed” territory are 
most susceptible to school violence (Cavanagh et al., 2012).  It is imperative to note that any 
initiatives to develop and implement new and innovative programs aimed at reducing violence 
cannot be successfully and effectively achieved without consideration of the impact of school 
climate (Cavanagh et al., 2012, Gregory, Skiba, & Noguera, 2010; Welch & Payne, 2010).  The 
notion of creating an optimum school environment assumes multiple forms that incorporate 
psychological, emotional, social, and physical distinctions. 
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In another research study conducted in New Zealand aimed at violence reduction and 
creating a caring culture within the school environment, Cavanagh et al. (2012) advocated the 
notion of creating a “culture of care” (p. 445).  Essentially, the culture of care seeks to improve 
the overall school climate by educating teachers and students on how to recognize potential 
conflicts, teaching them strategies to achieve effective conflict resolution and focusing on 
creating safe and peaceful classroom environments that are highly conducive to learning.  
Schools that embody a culture of care recognize that that safety extends beyond the realm of 
freedom from physical harm and, also seeks to promote a sense of freedom of personal 
expression among students (Cavanagh et al., 2012). 
The implementation of positive school climates and cultures is an educational 
responsibility, but if abdicated, it can have negative and detrimental effects on student learning.  
It can also create behavioral challenges, and institute the development of punitive ideologies or 
zero tolerance approaches (American Psychological Association Zero Tolerance Task Force, 
2008; Gregory et al., 2010; Welch & Payne, 2010).  According to Cavanagh et al., (2012), this 
study “presents the results of over five years of research, conducted collaboratively by the 
authors, that has been focused on developing the theory and practice of a ‘culture of care’ in 
schools” (p. 443). 
The methodology utilized in the Cavanagh et al. (2012) study is “a participatory action 
research methodology to data gathering and analysis” (p. 448), and intentionally provided an 
iterative process that facilitated key elements of transcendental phenomenology such as data 
gathering and reflection (Elliott, 1988).  The data gathering and analysis processes were 
qualitative and incorporated interviews, observations, and researcher reflections over a period of 
two years and in diverse school settings (Cavanagh et al., 2012).  “Four representative themes in 
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student and teacher comments were identified as central to a culture of care.  These themes were: 
building relationships, holistic caring, building capacity, and building trust” (Cavanagh et al., 
2012, p. 449). 
The four themes eventually subsumed from the Cavanagh et al., (2012) study under two 
broad categories were, “building relationships” (p. 452) and “exercising holistic care” (p. 452).  
The study also concluded that in addition to the innovative strategic implementation of the 
culture of care program, there was also need to integrate “culturally responsive pedagogies in 
other countries such as the USA (Cavanagh et al., 2012).  Through an ecological framework that 
includes building relationships with administrators, teachers, and students, coupled with the 
innovative violence reduction intervention program, buttressed on the philosophy of holistic 
care; safer learning environments can be cultivated that ultimately influences the safety 
perceptions of educational stakeholders. 
In another study, Johnson (2009) reviewed twenty-five articles from six databases aimed 
at understanding the relationship between school environments and school violence.  “To be 
included articles must have been able to quantify the impact of specific factors of the school [sic] 
social or physical environment on violence” (p. 452).  The results of the study showed that 
making changes to school environments can reduce the level of violence found in schools 
(Johnson, 2009).  The study also revealed that school interventions aimed at reducing violence 
should direct their focus to (a) improving the desire of students to have an authentic connection 
to their schools, (b) building stronger interpersonal relationship between teachers and students, 
(c) intentionally creating classroom cultures that are conducive to learning, and (d) including 
program assessment mechanisms which incorporate both teachers’ and students’ perceptions of 
the programs’ effectiveness (Johnson, 2009). 
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In yet another study, Rusby, Crowley, Sprague, and Biglan (2011) made observations of 
the middle school environment to assess staff practices and student behavior in various 
environmental contexts.  Data were collected from 18 middle schools “in a randomized control 
trial of school-wide Positive Behavior Support.” (p. 400).  Ecologically, the study sought to 
determine whether there were any links between school staff practices, the school environment, 
and students’ behavior, specifically as it relates to the implementation of effective behavior 
management practices (Rusby et al., 2011).  The results of the study confirmed contextual 
variances in staff practices and student behaviors within the school environment (Rusby et al., 
2011).  These results support the theoretical rationale I have advanced in my study that student 
behaviors, including school violence, are influenced by multiple ecological factors 
(Bronfenbrenner, 1977). 
Traditional responses to school violence.  Philosophies and ideologies held by the 
institution’s leadership team inherently dictate responses to school violence (Black, 2010; 
Duncan & Owens, 2011; Gorton & Alston, 2008; Johnson, 2009).  Educational leaders’ 
authority, power, and the sphere of influence exist to determine what policies and procedures are 
implemented to reduce and control school violence (Black, 2010; Gorton & Alston, 2008; Watts 
& Erevelles, 2004).  Watts and Erevelles (2004) contended that “the pragmatic response treats 
the school violence as an individual act so that programs instituted to prevent violence seek to 
assign individual blame and instill individual responsibility” (p. 272).  Several schools still 
adhere to traditional responses to school violence which are based correctly on a “zero tolerance” 
ideology to school violence, but often devoid of ample consideration to numerous attenuating 
socio-economic and socio-cultural influences (Cavanagh et al., 2012).  Cavanagh et al., (2012) 
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identified that there needs to be a paradigm shift away from the “deficit or functional limitations 
paradigm” (p. 444) to a more inclusive and “ecological paradigm” (p. 444). 
Traditional responses to violence are further supported by stereotypical thinking that 
views the functional deficits on the myth that learning and behavioral challenges emanate almost 
entirely from within the students’ ethnicity, race, family history, and cultural background 
(Cavanagh et al., 2012).  The learning and behavioral disparity cycle often associated with 
school violence is further exacerbated by non-adaptive teaching strategies and pedagogies and 
cultural insensitivity (Annandale et al., 2011). 
In another study, Cawood (2010) examined the barriers to the use of anti-violence 
evidence-based programs.  The researcher used a web-based survey of 250 school social workers 
across 31 states to collect data.  The top three barriers identified to school social workers’ 
inability to address interpersonal violence issues were: (a) “competing demands to address other 
subject areas (n = 211), (b) lack of time for adequate preparation (n = 175), and (c) lack of 
money/resources for purchasing instructional materials (n = 174)” (Cawood, 2010, p. 145). 
Cawood (2010) concluded that a lack of strategic policy planning and implementation 
that would allow for “adequate integration of antiviolence interventions into the curriculum” (p. 
148) was a fundamental barrier to success.  As such, abdicating educational responsibility for the 
development and implementation of positive and adaptive responses to student learning and 
behavioral challenges has led to the preferred option in many schools to adopt and enforce 
punitive approaches (Canter & Canter, 2001; Rogers, 2003) or even a zero-tolerance approach 
both of which emanate from “punitive crime and punishment type of ideology” (Cavanagh et al., 
2012, p. 444). 
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Zero tolerance responses to school violence.  The birth of the zero-tolerance ideology is 
perhaps best understood from a historical perspective.  On May 16, 1954, a defining moment in 
history took place with the landmark Brown v. Board of Education of Topeka Kansas Supreme 
Court decision which abolished de jure segregation in American schools (Triplett, Allen, & 
Lewis, 2014).  As it relates to school discipline, administrators and teachers could inflict corporal 
punishment as part of their disciplinary measures.  However, in the 1960s and 1970s, there was a 
shift away from the infliction of corporal punishment to “in-school and out-of-school 
suspensions and expulsions” (p. 353). 
The zero-tolerance philosophy was birthed in the 1980s mainly because of legislation 
aimed at combating various forms of in-school substance abuse and weapon carrying which 
constitute components of the school violence phenomenon (Triplett et al., 2014).  The legislation 
instituted a response to school violence that shaped a philosophy exclusively oriented to a zero-
tolerance approach to violence reduction (Triplett et al., 2014).  A series of highly publicized 
school shootings between 1990 and 1999 coupled with the passing of the Gun-Free Schools Act 
of 1994 both acted as catalysts to the rapid expansion and appeal to this ideology (Triplett et al., 
2014).  One of the major negative consequence of the zero-tolerance approach to reducing school 
violence has been the adoption by administrators and teachers to enforce subjective elongated 
suspension and even student expulsions without providing students with adequate opportunities 
to present their cases (Triplett et al., 2014). 
The zero-tolerance approach has additional considerations, particularly the social, 
emotional, and academic developmental issues of the students.  Research has also shown that the 
exclusionary nature of suspension and expulsions have had an escalating negative effect, 
particularly of students from the lowest socio-economic bracket (Triplett et al., 2014).  These 
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students who are often academically challenged become statistics to higher dropout rates and 
criminal activity (Gregory et al., 2010; Welch & Payne, 2010).  Research also shows that 
frequent use of punitive and subjective discipline also has negative developmental effects on 
adolescents (Triplett et al., 2014).  In addition, research findings indicate that suspensions do not 
appear to be a viable intervention strategy in deterring dysfunctional behavior in adolescents 
(American Psychological Association Zero Tolerance Task Force, 2008).  There is currently a 
paradigm shift underway which seeks to employ new and more innovative strategies aimed at 
reducing school violence (Beets et al., 2009; Black, 2010; Cavanagh et al., 2012; Gerler, 2001; 
Lemberger, 2010). 
New and innovative responses to school violence.  There are several postulations 
advanced as to why students exhibit violent tendencies in school (Agnich & Miyazaki, 2013; 
Bonell, et al., 2013; Eisenbraun, 2007; Maring, & Koblinsky, 2013; Teasley, 2013; Ward et al., 
2010).  Administrators, teachers, parents, and supporting stakeholders are constantly seeking 
new and innovative solutions aimed at addressing this issue.  One of the reasons advanced as to 
why students engage in violent tendencies, has been attributed to repeated academic failures.  
According to Zyromski, Bryant, and Gerler (2009), “Students who experience constant failure 
academically often find ways to act negatively toward school and, in extreme cases, to seek ways 
of destroying the school environment through a variety of means, including through the use of 
violence” (pp. 301-302).  Given this revelation, educators have embarked on programs aimed at 
creating a more suitable school environment, specifically tailored to troubled youth.  One such 
program is the online learning environment. 
In a study by Beets et al. (2009), social and character development was used as the key 
intervention to prevent substance abuse, violent behaviors, and sexual activity among elementary 
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students in Hawaii.  The Positive Action Program is a multi-faceted social and character 
development program (Beets et al., 2009).  Beets et al. conducted a longitudinal study among 20 
public elementary schools across three Hawaiian Islands using a survey instrument, focus 
groups, and role-playing activities.  Results of the study showed:  
Students who received 3 or more years of the Positive Action program reported 41% to 
73% fewer experiences with substance use and violent behaviors and an 89% lower rate 
of engaging in voluntary sexual activity than did students who received less exposure to 
the Positive Action program.  (Beets et al., 2009, p. 1443). 
In another study, Gerler (2001) developed an online program, Succeed in School, that has 
weaved its way into contemporary education at all facets of the American school system.  The 
program’s emphasis is on helping students to focus on their behaviors, attitudes, and human 
relation skills with a view to improving their academic performance.  Over the years, use of the 
program met with favorable results within school guidance counseling programs (Gerler, 2001) 
toward higher mathematic achievement (Lee, 1993) in school drop-out prevention programs 
(Reuben, 1989), and in other academic areas of study that support examining students in the 
school environment (Gerler & Drew, 1990; Gerler & Herndon, 1993). 
In another creative anti-violence program study, Lemberger (2010) proposed an 
innovative counseling approach aimed at violence reduction through the creation of a modified 
school climate.  He introduced a school counseling practice called “Advocating Student-within-
Environment” (ASE; Lemberger, 2010, pp. 131-132) which seeks to maximize every student’s 
potential while ameliorating a social school climate which is conducive to student growth and 
development.  According to Lemberger, 
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This approach beseeches a school counselor to challenge the dehumanizing happenings in 
the school by positioning that counselor adjacent to the abilities and goals of the student. 
At the same time the counselor is providing services that are aimed at maximizing the 
potential within the individual student.  (p. 132) 
The aim is for this modality to break down invisible barriers that exist between 
administrators, teachers, and students so that the playing field becomes level.  Thus, establishing 
trust, heightening confidence, and a school environment is created that is safe and conducive to 
learning, resulting in symbiotic growth and developing relationships between teachers and 
students (Lemberger, 2010). 
In many European countries, there has been a shift in focus from bullying into a more 
systematic approach to violence reduction that encapsulates school climate as a whole (Duncan 
& Owens, 2011; Espelage et al., 2013; Madhav, Shakya, & Jefferis, 2014; Shriberg et al., 2015; 
Side & Johnson, 2014).  This systematic approach is often referred to as a Whole School 
Approach (WSA) and integrates collaborations such as Violence in School Training Action 
(VISTA Project; Cowie et al., 2007).  This ecological approach aims to reduce school violence 
and support the development of stakeholder connectedness (Cowie & Jennifer, 2008) by the 
creation of programs aimed at improving the safety of school community.  The programs 
developed by many institutions are built on the philosophies and perceptions held by its 
leadership, primarily administrators, and teachers. 
In a study conducted by Pack, White, Raczynski, and Wang (2011) an evaluation of an 
innovative program called Safe School Ambassadors (SSA) was conducted to determine if a 
student-led approach had any improved results in anti-bullying initiatives.  A quasi-experimental 
pre-post design was implemented over a two-year period in five Texas middle schools in Part I 
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of the study, and 19 schools in Part II (Pack et al., 2011).  “After two years, rates of helpful 
intervention were higher for male Ambassadors than for their controls” (Pack et al., 2011, p. 
127).  The innovative SSA program deviates from the traditional adult-led programs and 
empowers students to lead.  In addition, it reinforces the ecological intervention framework to 
bullying which is a subset of the school violence phenomenon (Cowie & Jennifer, 2008; 
Espelage, 2004; Espelage & Swearer, 2003; Olweus, 1995). 
The study showed “statistically significant reductions (ƿ < 0.05) in suspensions and other 
discipline indicators at SSA schools over time compared to control schools” (Pack et al., 2011, p. 
127).  The reductions in suspensions and discipline indicators accounted for positive outcomes in 
overall school climate (Pack et al., 2011).  This study lends additional support for the adoption of 
an ecological framework such as Bronfenbrenner’s (1977) ecological theory in conjunction with 
the development and implementation of new and innovative responses to school violence.   
Studies have also been conducted to engage proactive strategies aimed at coping with 
potential future school violence.  In a Turkish study, Eraslan-Capan (2014) sought to determine 
the coping skills prospective teachers will use when faced with different forms of violence in the 
future as well as to assess their personal perceptions “of self-competence in coping with 
violence, and what types of violent behaviors they think they will encounter in the future” (p. 
42).  Questionnaires were completed for a total of 320 students, consisting of 183 females and 
124 male respondents (Eraslan-Capan, 2014).  Chi-square test confirmed that the perceptions 
held by prospective teachers varied based on gender distinctions, with female students preferring 
social support as a primary means of coping with verbal and emotional violence; whereas male 
students resorted to physical confrontations to resolve conflict (Eraslan-Capan, 2014).  A key 
proactive recommendation from the study was that teacher training programs should 
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“incorporate obligatory or elective courses focusing on coping with negative phenomena such as 
violence, assault or bullying” (p. 56). 
Student mobility also impacts the school environments exposed to students.  According 
to Han (2014), “Research has demonstrated that student mobility negatively influences students’ 
behaviors” (p. 3).  Han investigated the effects of school mobility on both students’ behaviors as 
well as their academic performances.  Han collect data through analysis of the School Survey on 
Crime and Safety ™ (SSOCS) 2007 through 2008 information (Han, 2014).  As it relates to 
school safety initiatives, Han concluded that “Student-oriented crime prevention programs are 
positively associated with desirable student outcomes” (Han, 2014, p. 11).  Student 
connectedness with administrators, teachers and other students was postulated as a possible 
explanation for the positive student outcomes, hence underscoring linkages between school 
crime, safety, and school environments (Han, 2014). 
In yet another study, Madsen, Hicks, and Thompson (2011) investigated how using 
physical activity with youth could impact their overall development as an anti-violence school-
based program.  This study was a “quasi-experimental time series design with an untreated 
control group” (Madsen et al., 2011, p. 463).  The independent variable in this study is school 
violence, and the dependent variable was African-American students’ perceptions of factors that 
contribute to school violence (Madsen et al., 2011).  Madsen et al. collected data from 158 low-
income schools for the period 2001 to 2007.  Of these schools, 94 had been introduced to the 
Playworks Youth Development program with a primary focus on increasing structured youth 
physical activity.  Of those 94 schools, only 64 served as controls in the research design (Madsen 
et al., 2011).  Regression analysis was used to analyze and interpret the data.  According to 
Madsen et al., one of the key conclusions of this study was, “play and sports, which introduce 
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problems to be solved, such as what to play, who plays, and how to play, provide the opportunity 
how to learn skills in cooperation and conflict resolution and promote connectedness” (p. 468). 
Administrators, Teachers, and Students Perceptions of School Violence 
Administrators, teachers, students, and school communities are all stakeholders in the 
continued developmental efforts faced by the global community to promote educated societies.  
Manifold factors contribute to the perceptions held by administrators, teachers, and students 
including acts of relational aggression (Algozzine & McGee, 2011; Booren, Handy, & Power, 
2011; Bosworth, Ford, & Hernandaz, 2011; Caputo, 2013; Gomez & Gaymard, 2014; Govender 
et al., 2013; Henry et al., 2011).  These stakeholder studies illustrate the need to understand how 
teachers describe their perceptions of how first through fifth year (U.S. sixth through 12th grade) 
teachers in four different school districts in Barbados describe their experiences with school 
violence, school climate, and school safety which is the central question this study attempts to 
answer. 
Administrators.  Algozzine and McGee (2011) conducted a study which was to 
document and compare rates of reported violence and perceived violence within schools because 
“few studies are available on the frequency of these or other types of reported violence or the 
relationship between actual and perceived violence in schools” (p. 91).  Pivotal to the success of 
this study was gaining insight from primary source documents provided by administrators and 
unveiling perceptions of school violence as seen through the lenses of teacher participants. 
Sprague, Smith, and Steiber (2002) conducted a study where principals perceived their 
schools to be safe.  The research also assessed a need for (a) greater infrastructural security, (b) 
staff training development in crisis and emergency management services, (c) behavioral 
modification, and (d) increased levels of resources (Algozzine & McGee, 2011).  In another 
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study, Nichols, Ludwin, and Ladicola (1999) discovered that administrators noted that 75-80% 
of their disciplinary referrals came from a core of teachers who cited cultural and value 
difference between themselves and their students as the primary cause. 
In a recent study, Gomez and Gaymard (2014) investigated the perception of school 
climate in two secondary schools during the implementation of a peer support program.  The 
researchers collected data from questionnaires, focus groups, and interviews in a pre-post study.  
Gomez and Gaymard conducted the study in three phases with a total of 65 teachers and 778 
pupils in an experimental group, and 462 pupils and 29 teachers in the control group (Gomez & 
Gaymard, 2014).  Results confirmed that administrators, teachers, and students all believed that 
that peer programs were a useful tool to improving both school climates and school safety 
(Gomez & Gaymard, 2014).  According to Gomez and Gaymard, two administrators summarized 
their perceptions of the peer program in the following terms: 
The program has helped to construct a new culture of participation, as it has offered the 
possibility of real student involvement in the resolution of everyday conflicts, encouraged 
by a shared responsibility in the creation and maintenance of a healthy school climate.  
(p. 529) 
How administrators perceive school violence will determine how they respond when they 
experience it.  Of the few studies done to investigate administrator and teacher perceptions of 
school violence, including bullying, researchers obtained mixed results (Astor, Meyer, & Behre, 
1999; Astor et al., 1998; Astor et al., 2005; Marachi, Astor, Benbenishty, 2007).  Langdon and 
Preble (2008) underscored the importance of the relationship between school violence and school 
climate.  Therefore, it is imperative that administrators and teachers seek to cultivate school 
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environments that students feel safe in reporting acts of victimization (McNamee & Mercurio, 
2008). 
In another study, Kennedy, Russom, and Kevorkian (2012) explored the difference 
between teachers’ and administrators’ perceptions on bullying.  Data were collected from 98 
teachers and 41 administrators from different schools using a cross-sectional design survey 
(Kennedy et al., 2012).  The results of this study highlighted a number of key points: (a) it is 
important to understand the perceptions of administrators and teachers if implementing 
successful anti-violence programs, (b) schools may benefit through policy developments which 
mandate increased professional training for administrators and teachers, and (c) there are 
significant differences between the opinions about the perceived roles of administrators and 
teachers on how to implement antiviolence programs (Kennedy et al., 2012). 
Teachers.  Teachers’ perceptions of school violence also serve to advance the literature 
on the school violence phenomenon.  In a study conducted by Smith and Smith (2006), some 
teachers in the urban setting made unequivocal decisions to leave their school environments 
based on their perceptions of violence both within their schools as well as the immediate 
community school setting.  Several scholars also reported that there was a lack of school 
connectedness between both teacher and students as well as between teacher and students’ 
parents.  They further noted that verbal abuse was one of the most prevalent indicators 
contributing to student-teacher conflict and abuse (Chapin, 2008; Henry et al., 2011; Linares, 
Diaz, Fuentes, & Acien, 2009; Peets & Kikas, 2006). 
In a qualitative study conducted by Bosworth and Hernandaz (2011) the phenomenon of 
school violence was examined, specifically in the context of student and teacher perceptions of 
school safety.  The study, developed in partnership with the Division of School Safety and 
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Prevention of the Arizona Department of Education (ADOE), used two waves of focus groups 
across 12 academically varied schools to gather data (Bosworth & Hernandaz, 2011). 
 The researchers discovered that there were similarities in the perceptions of both 
students and administrators about physical school security environment.  In addition, students 
and faculty were also in agreement that school climate and the influences of the neighborhood 
community affected their perception of school safety (Bosworth & Hernandaz, 2011).  Students 
more than faculty also felt that security features and equipment were keys to safety (Bosworth & 
Hernandaz, 2011).  In contrast, faculty noted that peer-connectedness and peer-relationships gave 
them a greater sense of community and influenced their overall perception of a safe school 
environment (Bosworth & Hernandaz, 2011).  Bosworth and Hernandaz (2011) concluded that1 
“Perceptions of the safety at school are related to several factors, foremost school climate” (p. 
199). 
Craig, Bell, and Leschied (2011) investigated pre-service teachers’ knowledge and 
attitudes regarding school-based bullying.  The researchers collected data from participants 
enrolled in an educational psychology course at a major University in Ontario, Canada.  There 
were 60 male and 100 female participants who completed two standardized questionnaires, the 
Teachers’ Attitudes about Bullying Questionnaire™ (TAABQ) and Trainee Teachers’ Bullying 
Attitudes Questionnaire™ (TTBAQ; Craig et al., 2011).  Craig et al. concluded that (a) pre-
service teachers who had previous experiences with dealing with school violence were more 
sensitive to and more confident in dealing with aggressive behavior, (b) pre-service teachers with 
prior violence prevention training were equipped to implement interventions strategies than those 
who had no prior training, and (c) all divisions of pre-service teachers reported that their post-
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secondary education had not equipped them for the school violence challenges they were very 
likely to encounter. 
Rutkowski, Rutkowski, and Engel (2013) investigated the impact of school violence on 
immigrant students from an international context.  The study revealed links to how school 
violence and the school climates impacted immigrant students (Rutkowski et al., 2013).  These 
findings also underscore Bronfenbrenner’s (1977) ecological systems theory and its applicability 
to school violence from a global perspective.  According to Rutkowski et al., “School climate is 
associated with immigrants’ outcomes in most educational systems” (p. 232).  Data were 
collected from the 2007 Trends in International Mathematics and Science Study (TIMSS) on 
students, teachers, and principals (Rutkowski et al., 2013).  Results from the study conducted by 
Rutkowski et al. concluded that (a) “school-level violence is also a global phenomenon” (p. 249), 
and (b) increased levels of school violence among students is associated with lower levels of 
academic performance. 
There seems to be linkages and associations among various educational and societal 
problems including dishonesty, school aggression and violence, increased weapon use, gang 
activity, insubordination, and lack of respect for authority in schools, as well as overall moral 
decadence across the Unites States (Sowell, 2001).  Administrators and teachers have the 
capacity to improve their school climates through moral development initiatives.  Beachum, 
McCray, Yawn, and Obiakor (2013) examined the support and importance of character education 
as perceived by pre-service teachers as a potential moral development tool.  Beachum et al. 
collected data from 263 pre-service teachers at a mid-western regional state university.  The 
instrument used in the study was the Pre-service Teacher Perceptions of Character Education 
Survey (PPCES; Beachum et al., 2013).  Beachum et al. drew conclusive evidence, based on 
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Pearson correlation coefficients, that character education should be included in undergraduate 
education courses.  More emphatically, Beachum et al. advocated the need for qualitative 
research studies to further explore teachers’ perceptions of character education in different 
geographical locations. 
In a qualitative study, Maring and Koblinski (2013) examined teacher challenges and 
strategies aimed at alleviating school climates affected by community violence.  Maring and 
Koblinski collected data from 20 ethnically diverse middle school teachers from three urban 
schools near Washington, D.C., of which, 17 teachers were women, and three were men all 
between ages of 24 and 62 (Maring & Koblinski, 2013).  A purposeful sampling strategy was 
employed based on teachers having at least one year’s teaching experience at the selected 
schools.  This sampling was followed by a “snowball sampling” (Maring & Koblinski, 2013, p. 
381). 
Three themes emerged from Maring and Koblinski’s (2013) study: (a) challenges themes 
such lack of trust, fears for personal safety, inadequate school security, and neighborhood crime; 
(b) strategy themes such as engaging in prayer, improved family communication, improved 
teacher-student connectedness, and seeking professional counseling; and (c) support need themes 
such as behavior management training, effective school leadership, improved school security, 
peer mediation, and improve community outreach programs.  The diversity of themes that 
emerged from this study buttress Bronfenbrenner’ (1977) ecological systems theory and its 
suitability as a viable theoretical framework for my study. 
Students.  Students’ perceptions of school violence continue to be investigated by 
scholars using various research techniques (Booren et al., 2011; Meyer-Adams & Conner, 2008; 
Varjas, Henrich, & Meyers, 2009).  Meyer-Adams and Conner (2008) examined nuance 
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variables such as school culture, school climate, and school violence among sixth, seventh, and 
eighth graders in various Philadelphia public schools and found a negative correlation between 
being exposed to victimization while at school and the various perceptions given on school 
climate.  In a study conducted by Varjas et al. (2009), the researchers discovered that 
participant’s level of victimization was closely related to their perceptions of school safety. 
In yet another study conducted in Oklahoma by Hughes, Middleton, and Marshall (2009) 
among more than 7000 third, fifth, and seventh graders on the perceptions of school violence and 
its related nuance variables, 15% of students reported they were victims of daily bullying as a 
form of school violence.  The study also revealed demographically that girls were more fearful 
about being bullied, and that younger children were subject to being bullied.  Children subjected 
to bullying as a form of school violence reported to be “worried more about bullying, thought 
bullying was more serious and hurtful, and wanted adults to do more to fix the situation” (p. 
216).  Such perceptual variances among administrators, teachers, and students coupled with the 
level of concern expressed among students about bullying certainly warrant the need for further 
research studies to be conducted on the school violence phenomenon. 
Evidently, the perceptions of administrators, teachers, and students on violence and its 
related nuance variables are by no means homogeneous.  Booren et al. (2011) conducted a 
causal-comparative research design study where they found that “teachers would rate school 
climate variables higher than the student” (p. 174).  The sample size consisted of 182 students 
and 32 teachers from one high school in the Pacific Northwest, United States. 
Booren et al. (2011) utilized two key instruments for the surveys: (a) the Indicators of 
Preferences for School Safety™ (IPSS) survey, which is used to determine the perceived 
importance of students’ and administrators’ school safety strategies (Booren et al., 2011); and (b) 
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the Safe and Responsive Schools™ (SRS) survey developed to assess the phenomenon under 
investigation in my study: school violence as well as one of its nuance variables school climate 
through self-reports (Skiba et al., 2004).  Booren et al. (2011) made a compelling observation 
concerning teacher and student perceptions, “Because of the discrepancies in the perceptions of 
teachers and students of school safety (e.g., students see more unsafe behaviors), there may be 
benefits associated with efforts to increase students’ voice [sic] in selecting appropriate safety 
measures” (p. 184). 
Hurford et al. (2010) sought to gain a more comprehensive understanding of the role of 
school climate and its link to school violence, where developing an innovating measurement 
instrument was emphasized.  “The School Violence Survey ™ (SVS) was developed as an 
instrument to investigate students’ perceptions of school environment, their experiences and 
interactions with diverse social groups, and their views on school violence issues including 
bullying” (Lindskog, 2010, p. 51). 
The Hurford et al. (2010) study confirms that participants’ perceptions of the school 
violence phenomenon are ecological in nature and warrant a multilayer definition 
(Bronfenbrenner, 1977, 1979).  This study’s definition of school violence encapsulates: (a) 
individual victimization experiences (Furlong et al., 1995), (b) gang activities and weapon 
possession (Kingerly et al., 1985), (c) illegal substance abuse (Furlong et al., 1997), (d) bullying 
(Morrison, 2009), as well as (e) conflict and crisis management (Gorton & Alston, 2009; 
Nickerson & Brock, 2011). 
 Hurford et al. (2010) surveyed a universal population of 806 students from four Midwest 
high schools, including 130 who completed the same survey online.  The results showed, among 
other things, that (a) “the online SVS was a psychometrically valid instrument” ( Hurford et al., 
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2010, p. 51), (b) student perceptions might be a more appropriate indicator of “overall school 
safety than serious violence” (Hurford et al., 2010, p. 71), and (c) there are multiple ways to 
improve school climate and reduce school violence including reducing perceptions of 
administrator favoritism and increasing administrators’ receptivity to students’ ideas (Hurford et 
al, 2010). 
Govender et al. (2013) investigated the association between students’ perceptions of 
school connectedness and adolescent risk behaviors in South African high schools.  Studies of 
this nature highlight the importance of student nuance variable perceptions as it relates to social 
behavior outcomes.  Data were collected from a purposeful sample of 241 secondary students 
from two neighboring coeducational high schools (Govender et al., 2013).  Formidable negative 
correlations were found between students’ perceptions of school connectedness and substance 
abuse, violence, risky sexual behaviors, and thoughts of suicide (Govender et al., 2013). 
 The Govender et al. (2013) study also affirms a relationship among nuanced contextual 
variables associated with school violence as espoused in my use of Bronfenbrenner (1977)’s 
ecological theory.  Ecologically, the study conducted by Govender et al. confirmed the need for 
educational stakeholders “to be sensitive to contextual variables (e.g., [sic] race, socioeconomic 
status, geographical region, cultural characteristics) when addressing health risk practices and 
building resilience in schools [sic] diverse communities” (pp. 620-621). 
In a longitudinal study, Caputo (2013) investigated students’ perceptions of school 
violence and math achievement in middle schools in Southern Italy.  Caputo collected data from 
11,064 middle school students aged between 11 to 14 years from four regions in Southern Italy 
using a standardized testing instrument (Caputo, 2013).  Students’ perceptions of school 
violence, in relation to bullying episodes, were determined with the use of background 
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questionnaires (Caputo, 2013).  Various analyses from Caputo’s study confirmed that students’ 
perceptions of school violence “can be considered a valid predictor of their math achievement, 
also controlling for several variables (individual and family background, school-related, and 
geographical characteristics)” (p. 281).  Caputo’s study supports my use of Bronfenbrenner’s 
(1977) ecological theoretical framework and its applicability in seeking to explicate the link 
between nuanced variables and perceptions of school violence. 
Johnson et al. (2012) analyzed urban students’ perceptions of the school environment’s 
influence on school violence.  Data were collected through two after-school organizations with 
12 students constituting group A and 15 students group B (Johnson et al., 2012).  “Group A in 
the study generated 77 statements and group B generated 55 statements describing ways that 
their school environment contributed to school violence” (Johnson, et al., 2012, p. 97).  Based on 
the results of the concept mapping analysis studies conducted, Johnson et al. (2012) concluded 
that (a) students’ perceptions of their school environments do contribute to the level of school 
violence experienced, (b) researchers could use the information from this study to assist with 
development of interventions tailored at creating safer school environments, and (c) “the school 
environment is a valid source of school violence prevention” (p. 100). 
Hong and Eamon (2012) studied students’ perceptions of unsafe schools.  The source of 
the data came from the National Longitudinal Survey of Youth ™ (NLSY) and incorporated 
mother-child data (Hong & Eamon, 2012).  The study also provided formidable evidence to 
support the hypothesis that several ecological factors influence students’ perceptions of unsafe 
schools including youth’s age, gender, parent-youth discussions of school activities and events, 
ease of making friends, teacher involvement, observance of carrying weapons, school rules 
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enforcement, neighborhood or community safety, and geographical location (Hong & Eamon, 
2012).   
Synthesis of Literature Review 
Attitudes towards the factors responsible for school violence and its prevention should be 
distinguished from perceptions of school violence.  The latter typically deals with judgments 
about how school violence was defined (Astor et al., 1998).  Perception also addressed issues 
such as the frequency or severity of violent incidents personally experienced (lived experiences) 
in the school which one attends (Pietrzak, Petersen, & Speaker, 1998).  As it relates to the 
context of this research study, the perceptions of teachers as to what constitutes a safe 
environment, was determined by their individual lived experiences (Moustakas, 1994).  First, the 
quality of school climate in relation to school violence (Skiba, Simmons, Peterson, McKelvey, 
Forde, & Gallini, 2004) and secondly, the extent to which one does or does not feel safe at 
school (Skiba et al., 2004; Sprague et al., 2002) were considered. 
From a school leadership perspective, Furlong, Babinski, Poland, Munoz, and Boles 
(1998) asked what competencies are required to effectively handle the threat of school violence.  
The complexity of the school violence phenomenon necessitated a conceptual investigation of its 
affiliated nuances.  The approaches to deal with school violence took on multiple philosophies, 
ideologies, concepts, and strategies that were rooted in diverse theoretical frameworks.  There 
was considerable evidence to support the view that no one theological construction, philosophy, 
ideology, or strategy provided sufficient trustworthiness or reliability to stand on its own 
(Bronfenbrenner & Morris, 1998, 2006; Cavanagh et al., 2012; DiLalla & John, 2014; Eraslan-
Capan, 2014; Rosa & Tudge, 2013).  Best practices were adopted which sought to both 
synthesize and synergize existing research literature across the entire spectrum of knowledge.  
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Lastly, there should be greater theoretical integration and evidenced-based research that is richly 
descriptive and solution-focused. 
Summary 
In this chapter, I provided a focused summary of what the research revealed about the 
phenomenon of school violence in the current literature.  I provided a theoretical framework that 
effectively buttressed and guided the research study.  I also presented theoretical constructs with 
a view of eliminating inconsistencies in the theoretical arguments advanced while grounding the 
study in relevant and related literature.  In this chapter, I provided a critical analysis of the 
current literature and presented multiple perspectives on school violence, specifically as it related 
to the diverse perceptions of teachers.  A conceptual view of violence was given being careful to 
delineate its complexity and multiple manifestations.  In addition, an overview was given on both 
traditional and innovative responses to address the problem of school violence and I presented 
some possible intervention strategies to alleviate this growing concern.  I investigated the 
nuances of school climate and school culture and their contextual relationship with both school 
safety and school violence.  Also in this chapter, I sought to synthesize both the existing and 
related body of literature primarily from the point of view from arriving at a deeper perceptual 
understanding of school violence, school climate, and school safety.  Best practices were 
employed in this research study and aimed at advancing the literature on the school violence 
phenomenon, particularly in the context of seeking to innovative anti-violence programs.  
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CHAPTER THREE: METHODS 
Overview 
This chapter provides all details pertaining to the methods of the research plan including 
its design, research questions, setting, participants, procedures, researcher’s role, data collection 
techniques, data analyses structure, trustworthiness, and ethical considerations.  The research 
design was that of a transcendental phenomenology (Moustakas, 1994) and is defined as “a 
scientific study of the appearance of things, of phenomena just as we see them as they appear to 
us in consciousness” (p. 49).  I designed this research study to explore, understand, describe, and 
give meaning to teachers’ perceptions of secondary school violence in Barbados, West Indies 
through their lived experiences.  Additionally, I sought to unveil and capture what Moustakas 
(1994) referred to as the essence of this study on school violence phenomenon. 
As primary investigator, I recognized the need to employ key phenomenological 
techniques such as epoche or bracketing (Moustakas, 1994).  According to Moustakas (1994), 
“Epoche requires the elimination of suppositions and the raising of knowledge above every 
possible doubt” (p. 26).  From a philosophical perspective, a minor tension arises as to whether 
authentic knowledge should be based on both intuition and empirical evidence or solely on 
empirical knowledge.  In terms of data collection, I asked participants two broad questions 
concerning (a) what they have experienced with regards to the phenomenon and (b) the context 
of the situations or circumstances that affected their experiences with the phenomenon 
(Moustakas, 1994).  During data analyses, I employed key techniques such as “horizonalization” 
(Creswell, 2013, p. 82; Moustakas, 1994, p. 95) and developing “clusters of meaning” from 
significant statements (Creswell, 2013, p. 82) to both guide the data analysis process as well as to 
explicate the school violence phenomenon. 
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Design 
The purpose of this transcendental phenomenological study is to describe and give 
meaning to teachers’ experiences with secondary school violence in Barbados, West Indies.  The 
research design philosophically made allowances for me to augment Lincoln and Guba’s (1985) 
“emergent design” (p. 225) process.  According to Creswell (2013), “A phenomenological study 
describes the common meaning for several individuals of their lived experiences of a concept or 
a phenomenon” (p. 76).  I utilized the transcendental approach because “it adheres to what can be 
discovered through reflection on subjective acts and their objectives correlates” (Moustakas, 
1994, p. 45).  I chose this type of study because it specifically captures participants’ descriptions 
of their lived experiences (Moustakas, 1994) with the school violence phenomenon.  In addition, 
the transcendental approach was best suited because it allowed me, as the principal investigator, 
to capture and identify common participant themes (Saldana, 2013) that ultimately reduced the 
phenomenon of school violence to a description of its “universal essence” (Creswell, 2013, p. 
76). 
A transcendental phenomenological study, through phenomenological reflection, best 
facilitates a deeper understanding of school violence and its nuance variables school climate and 
school safety.  Through implementation of phenomenological reflection, clear and composite 
descriptions; I described the essence of participants lived experiences (Moustakas, 1994).  The 
first contribution of using qualitative inquiry is the illumination of meanings and how human 
beings ascribe meaning as they try to make sense of the world (Patton, 2015).  Critical to making 
sense of the world and effectively communicating such worldviews is “the art of storytelling” 
(Hastings & Domegan, 2014, p. 117).  The naturalistic nature of qualitative research allows 
participants to share their lived experience in the absence of controlled environments that are a 
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common feature in quantitative studies (Patton, 2015).  Stories do several things: (a) they provide 
researchers with new ways to understand people and complex situations, (b) they provide 
insights that cannot be found with quantitative data, and (c) they provide insights that help to 
understand the motivation, core values, interests, and psychological factors that contribute to 
participants’ behaviors (Patton, 2015). 
Transcendental phenomenology has a strong philosophical component and draws heavily 
on the works of philosopher, Husserl (1970) who articulated its essence in the following quote: 
I seek not to instruct but only to lead, to point out and describe what I see.  I claim no 
other right than that of speaking according to my best lights, principally before myself 
but in the same manner also before others, as one who has lived in all its seriousness the 
fate of a philosophical existence.  (p. 19) 
The theoretical framework for this study embraced philosophical systems “rooted in 
subjective openness” (p. 25) that buttressed transcendental phenomenology (Moustakas, 1994).  
This design was well-suited for this research because I sought to describe the perceptions of 
participants and to articulate their stories as lived through unique contexts while being careful 
not to impose my personal philosophies, judgments, or views on their perceptions of the school 
violence phenomenon. 
Nuances such as ideation, perceptional reality, intentionality, and directness all 
undergirded this methodology, thereby creating a theoretical framework best suited for 
composite description of the essence of the experience (Moustakas, 1994).  This approach 
described and detailed the conscious experiences of participants’ and attempted “to eliminate 
everything that represents prejudgment” (Moustakas, 1994, p. 41).  In addition, I placed 
emphasis on the lived experiences of the participants (Moustakas, 1994). 
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Quantitative research designs focus on the identification of variables, statistical analysis, 
cause-and-effect principles, and hypothesis testing.  “Statistical significance tests reveal whether 
the null hypothesis is confirmed or rejected and, in either case, with what degree of confidence 
(Patton, 2015, p. 254).  In contrast, in this qualitative research study, I explored questions and 
described and articulated stories based on participants lived experiences with the phenomenon of 
school violence.  Such naturalistic inquiry cannot be unveiled through methods employed in 
quantitative research designs such as hypotheses testing (Patton, 2015). 
The qualitative method was right for this study because it provided a cross-sectional view 
of diverse perceptions (Moustakas, 1994), and best supported the foundational ecological 
theoretical framework guiding this study (Bronfenbrenner, 1976, 1979).  This methodology best 
explicated the diverse nuance variables linked to the phenomenon of school violence, 
particularly the multifaceted contexts of individual lived experiences (Bronfenbrenner, 1976, 
1979).  According to Moustakas (1994), transcendental phenomenology is defined as “a 
scientific study of the appearance of things, of phenomena just as we see them as they appear to 
us in consciousness” (p. 49).  Moustakas’ definition asserted that a transcendental 
phenomenological study describes a single concept phenomenon, the common lived experiences 
of several individuals and focuses on the collective experiential phenomenon. 
In this study, I sought to unveil a conceptual understanding of the common lived 
experiences of participants through detailed descriptions, therefore I remained cognizant of the 
need to focus on the epoche (bracketing) role (Moustakaas, 1994).  I purposefully set aside my 
personal perspectives as best possible.  In addition, the documenting, journalizing, conducting of 
individual interviews, and leading focus groups facilitated the integration of methodological best 
practices such as reflexivity, data collection, and thematic analysis (Moustakas, 1994).  These 
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methodological best practices were ideally suited because they underpinned the development of 
(a) textural descriptions of what the participants experienced, and (b) structural descriptions of 
how they experienced the unique situations, circumstances, or contexts associated with the 
school violence phenomenon, that is, the essence (textural and structural combined) of the 
phenomenon (Moustakas, 1994). 
Structured individual interviews focused on teachers’ past experiences with school 
violence.  These structured interviews facilitated and guided the research process by providing 
me with the perceptual variation that I extracted during my thematic analysis (Moustakas, 1994).  
Specifically, I investigated the diverse perceptions of how violent incidents were lived through 
and how participants dealt with them.  Also, I sought to unveil participants’ individual core 
values and beliefs with respect to violence reduction and control.  This information served to 
compare and contrast participants’ descriptions of the school violence phenomenon and its 
nuance variables (Patton, 2015). 
Research Questions 
The following central questions and sub-questions are restated in this chapter to 
reemphasize their central focus in the research design and to connect them directly to the 
methodology process.  “The first challenge of the researcher, in preparing to conduct a 
phenomenological investigation, is to arrive at a topic and question that have both social 
meaning and personal significance” (Moustakas, 1994, p. 102).  In this study, I took considerable 
time to formulate the key words and to focus on both the central question and sub-questions to 
unveil “what is primary in pursuing the topic and what data will be collected” (Moustakas, 1994, 
p. 104).  
 100 
The central research question in this study was: How do first through fifth year (U.S. 
sixth through 12th grade) teachers in four different government-owned schools in Barbados 
describe their experiences with school violence, school climate, and school safety?  The sub-
questions were as follows: 
1. How do first through fifth year (U.S. sixth through 12th grade) teachers in four 
different government-owned schools in Barbados describe school climate and school 
safety? 
2. What ecological factors developed, to help improve school climate, do first through 
fifth year (U.S. sixth through 12th grade) teachers in four different government-
owned schools in Barbados perceive as playing a role in creating a safe school 
environment? 
3. What ecological factors developed, to help reduce school violence, do first through 
fifth year (U.S. sixth through 12th grade) teachers in four different government-
owned schools in Barbados identify as playing a role in improving school safety? 
Setting 
The Barbados Government has traditionally paid the cost of education for Barbadian 
students at primary, secondary, and tertiary levels; this includes the provision of textbooks.  
Children aged 11 to 18 years receive secondary education.  At age 16, students sit the Caribbean 
Examination Council (CXC) examinations - the equivalent of GCE O-Levels.  At about age 18, 
those students who continue at school can sit the Caribbean Advanced Proficiency Certificate 
(A-Level) also set by CXC (“Primary and Secondary Education,” 2016, para 3).  There are 23 
co-educational secondary schools in Barbados which would be the equivalent of public high 
schools in the American education system. 
 101 
The four sites under investigation were Progressive Secondary School, Liberal Secondary 
School, Mutual Secondary School, and Vision Secondary School (pseudonyms) all having 
historically high reported incidents of school violence schools (The National School Crime and 
Safety Survey, 1998).  I chose these schools because their students predominantly came from 
lower socio-economic households, have academic challenges, have high reported incidents of 
school violence, and offer geographical and community diversity conducive to this type of 
qualitative study.  I intentionally selected the two suburban and two rural schools since they met 
the demographic, geographical, and theoretical guidelines required for this study.  In addition, 
there were higher than average levels of criminal activity reported in these schools (The National 
School Crime and Safety Survey, 1998). 
Progressive Secondary School 
Progressive Secondary School (pseudonym) is a sub-urban school located in Barbados.  
The school population consisted of 948 students (468 males and 480 females) and 70 teaching 
staff (28 males and 42 females) and is governed by a Board of Management with the assistance 
of the school’s principal and vice-principal.  The school has a diverse curriculum catering to 
students with varied academic and technical-vocational skills.  Students are encouraged to focus 
on and develop their skill set with the guidance and counseling of the school guidance 
counseling program.  There is an active Parent Teachers Association (PTA) where parents are 
encouraged to attend and participate in school activities. 
The school’s guidance and counseling program is a major support for students.  The 
program is one of the initiatives used by the school’s leadership aimed at advancing students’ 
development through the recognition of students’ potential and skill.  The school also encourages 
students to utilize their gifts and talents in several arts programs.  Other innovative extra-
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curricular activities are encouraged including community outreach projects, health shows, talents 
and entertainment shows, educational seminars aimed at reducing bullying in schools as well as a 
variety of sporting disciplines.  The school has also produced some notable male and female 
athletes who have had successful exploits in sports such as cricket, soccer (locally called 
football), and track and field. 
Liberal Secondary School 
Liberal Secondary School (pseudonym), located in one of the island’s rural communities, 
was built to accommodate 1200 children.  Over its first decade of existence, the student 
enrollment steadily increased from 940 pupils to over 1300.  The school population now consists 
of 767 students (407 males and 360 females) and 62 teaching staff (23 males and 39 females).  A 
Board of Management governs the school with the assistance of the school’s principal and vice-
principal.  The curriculum is relatively diverse and seeks to meet the needs of students whose 
scores suggest that much remediation is needed. 
The school curriculum is structured so that the most academically-able students pursue 
courses leading to the CXC examinations in as many subject areas as they are capable.  Students 
who are less capable, engage in a technical-vocational program which leads to a National 
Vocational Qualification.  Practical programs are available to students through a “School-To-
Work” program conceived to assist students with lesser academic ability as they transitioned 
from the secondary school environment directly to that of work. 
The school’s guidance and counseling program assists students with recognizing their 
potential and enhancing their skills.  There is an active PTA at the school which all 
parents/guardians of the student of the school have automatic membership.  In addition, students 
are exposed to a variety of experiences so that they could become well-rounded employees and 
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citizens.  The school’s philosophy has a principal focus on human skills development which is 
not based solely on theory, but also on practical application. 
Mutual Secondary School 
Mutual Secondary School (pseudonym), also located in one of Barbados’ rural 
communities, consists of 788 students (494 males and 294 females) and 62 teaching staff (23 
males and 39 females).  A Board of Management governs the school with the assistance of the 
school’s principal and vice-principal and dedicated to the delivery of programs designed to assist 
children who may exhibit learning disabilities.  The school’s leadership promotes the 
development of independent thought and adaptability among its student body to achieve its 
goals.  It further seeks to create a culture that embodies the full participation of its staff and PTA 
and predicated the promotion of community values and students’ self-esteem. 
Students learn how to grapple with life challenges with relevant skills, family dynamics, 
job market preparation, and broad-based nationalism.  In addition, the school’s leadership 
encourages full partnership with parents and the community to eradicate social, economic, and 
schooling inequalities.  There is an emphasis given to cultivating a school climate that fosters 
opportunities for leadership and total self-development.   
Mutual Secondary School, as an institution, seeks to graduate young adults to whom 
service to the nation and preservation of Barbadian culture and a good work ethic is of utmost 
importance.  It adheres to an integrative philosophy buttressed on cultural identification, 
nationalism, and purposeful conscientiousness.  In recent years, the ministry has made increased 
efforts to reduce the student population so that student-teacher populations can be improved.  
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Vision Secondary School 
Vision Secondary School (pseudonym) is a suburban school that seeks to orient students 
towards positive and healthy attitudes.  There is an emphasis on developing systematic study 
habits including homework, developing effective time management, and inculcating traditional 
values of punctuality.  The school population consists of 961 students (486 males and 475 
females) and 62 teaching staff (24 males and 38 females).  A Board of Management governs the 
school with the assistance of the school’s principal and vice-principal.  Students learn the 
importance of deportment, cleanliness, order, courtesy, honesty, perseverance, good manners, 
and pride in achievement 
The school’s leadership encourages the full participation of all educational stakeholders, 
and its culture embodies creativity, self-reliance, and self-discipline.  Vision Secondary School 
also seeks to provide a diversified learning environment through its curriculum that includes: 
computer and science courses, as well as vocational courses such as woodwork, metalwork, 
mechanical drawing, decorative craft, painting, pottery, music, typing, clothing, textiles, home 
economics, food and nutrition, and agricultural science. 
Participants 
I employed a criterion sampling technique in the selection of participants.  This type of 
purposeful sampling strategy reduces variation, simplifies data analysis, and facilitates the group 
participant interviewing (Patton, 2015).  This sampling technique also considers participant 
variation that may have emerged in adapting to different site conditions and identifies important 
common patterns that cut across variations (Patton, 1990).  In addition, this method of sampling 
is very strong in quality assurance (Moustakas, 1994).  In this qualitative research study, I 
intentionally focused on “learning the meaning that participants hold” (Creswell, 2013, p. 47) 
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about the school violence phenomenon to best describe “participants’ meanings” (Creswell, 
2013, p. 47). 
As prescribed by Moustakas (1994), I utilized the purposeful sampling strategy to select 
Barbadian secondary school teachers of varying gender, age, and experience who met the 
criterion of having lived experiences (Moustakas, 1994) with secondary school violence with 
first to fifth form (U.S. sixth through 12th grade) students.  This sampling approach served to 
optimize quality assurance (Moustakas, 1994).  In view of this fact, one of the components of 
transcendental phenomenological studies is participants’ ability to describe their common lived 
experiences (Moustakas, 1994), I purposefully sampled (Moustakas, 1994) participants whose 
experiences “could be discovered through reflection on subjective acts and their objective 
correlates” (Moustakas, 1994, p. 45). 
The criteria for ensuring selection was: (a) multiple perspectives, (b) diverse views, and 
(c) common lived experiences with the school violence phenomenon among participants.  
Polkinghorne (1989, 1995) recommended selection guidelines of between five to 25 participants.  
In this study, 16 participants were selected.  The fundamental criterion I utilized to select the 
sample participants was Moustakas’ (1994) common lived experiences as first principles.  All 
participants must have experienced the phenomenon of school violence.  According to Creswell 
(2013), “Criterion sampling works well when all individuals studied represent people who have 
experienced the phenomenon” (p. 155). 
I scheduled appointments with school principals at mutually convenient times using 
recruitment letters indicating that permission had been granted to conduct the study that also 
provided the details of its implementation.  When selecting possible participants, I mailed and e-
mailed participant informed consent forms to teachers for initial review.  I sent correspondence 
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based on the prior approval granted to me by the Ministry of Education, Science, Technology, 
and Innovation.   
School environmental contexts varied considerably and, as such, were critical to the 
individual lived experiences narrated by participants (Patton, 2015).  Specifically, the overall 
target population comprised of four government-owned secondary schools consisting of 16 full-
time secondary teacher participants whom I interviewed.  I intentionally chose small sample 
sizes not only to facilitate practical and timely data collection but also to be able to collect 
extensive detail about each research site and individual studied (Moustakas, 1994).  In this study, 
I also purposefully selected research sites to facilitate variability in school geography, school 
culture, school climate, neighboring communities, and teacher populations; while maintaining 
quality assurance by selecting individuals who have experienced the phenomenon of school 
violence (Moustakas, 1994). 
Procedures 
To implement purposeful sampling of the four sites, I sought and gained approval from 
Liberty University’s Institutional Review Board (IRB), the Barbados Ministry of Education, 
Science, Technology, and Innovation which is the umbrella body that governs all education and 
related issues on the island.  The Barbados Education Act prohibits principals or other 
administrators from sanctioning any form of research activity without the prior consent of the 
Ministry of Education, Science, Technology, and Innovation.  I first gained access to the sites by 
building rapport with principals, vice-principals, and senior teachers through scheduled 
informative meetings.  This approach was pivotal to creating a trusting and safe environment 
among participants.  I was purposeful in my data collection strategy by using “a social 
conversation or a brief meditative activity aimed at creating a relaxed and trusting atmosphere” 
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(Moustakas, 1994, p. 114).  Second, I decided on specific open-ended questions and developed 
an interview protocol to use during the interview process.  Third, I refined the interview 
questions and procedures through a pilot study on a smaller sample group.  According to van 
Teijilingen and Hundley (2002),  
One of the advantages of conducting a pilot study is that it might give advance warning 
about where the main research project could fail, where research protocols may not be 
followed, or whether proposed methods or instruments are inappropriate or too 
complicated.  (p. 1)   
Fourth, I conducted interviews with 16 teacher participants who had lived experiences with the 
phenomenon of school violence (Moustakas, 1994). 
Before submitting my Institutional Review Board (IRB) application, content experts in 
the fields of education, crime prevention, pastoral counseling, professional counseling, and 
psychology reviewed the interview questions for the content validity.  I assigned each interview 
and focus group question a rating from one to three based on (a) question structural validity 
(grammatical and sentence structural clarity), (b) question content validity (eliciting descriptive 
best practice responses aimed at creating optimal school climates), and (c) consequential validity 
(attaining broad-based descriptive possible solution intervention programs).  When assigning 
values for clarity, reviewers could assign: (a) a value of one if the question was acceptable, (b) a 
value of two if the question needed modification and (c) a value of three if the content expert felt 
the question was unsuitable for the research study.  In addition, I gave the reviewers the option to 
list suggested question modifications or to insert other questions which they deemed relevant or 
consequential.  The following six content experts reviewed both the individual interview and 
focus group questions: 
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Reviewer A was a retired secondary school teacher and university professor with 46 
years teaching experience.  She holds a Ph.D. in adult education from the University of Southern 
Mississippi.  Reviewer B was a retired public secondary school teacher, Caribbean Examination 
Council (CXC) examiner, and Barbados secondary school principal with 45 years’ experience as 
an educator.  His extensive experience as a teacher, music minister, Barbados secondary vice-
principal, and principal made him an excellent candidate as a content expert.  Reviewer C was a 
retired secondary school teacher, college instructor, university lecturer, and college principal 
with 44 years’ cumulative experience as a professional educator.  He earned his Ph.D. in higher 
education from Bowling Green State University, Ohio.  His extensive experience as a teacher, 
college instructor, and institutional leader made him an excellent candidate as a content expert.  
Reviewer D had cumulatively 17 years of experience as Lecturer/Senior Lecturer/Tutor/Part-
Time Lecturer.  She holds a Ph.D. in education with a specialization in Education Psychology 
from The University of the West Indies.  Her extensive experience as a teacher, college 
instructor, university lecturer, institutional administrator, guidance counselor, and clinical and 
family therapist qualified her as a content expert.  Reviewer E was a secondary school teacher in 
Barbados.  He holds a doctoral degree in chemistry.  His current exposure to the Barbados 
secondary school system, coupled with his academic training as a professional educator, made 
him a good candidate for this exercise.  Reviewer F was an online Professor of Graduate Studies 
at a Bible University.  She holds an Ed.D in instructional leadership from Argosy University.  
Her extensive experience as a pastor, as well as working with at-risk pre-teens and teenagers, 
qualified her as a content expert for examining the interview and focus group questions to ensure 
content validity. 
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Prior to arriving at the final 18 individual interviews and seven focus group questions, the 
six content experts submitted their comments pertaining to face and content validity.  Reviewer 
A rated a two for question one of the interview questions and suggested that the current wording, 
“Describe your personal experiences with aggression or violent activity since being employed in 
this school” should be modified to state, “since you were employed” instead of “since being.”  
Reviewer B suggested changing question 10 in the individual interview questions from “How 
would you describe what type of relationship exists between the teachers and students at your 
school?” to “How would you describe the type of relationship that exists between the teachers 
and students at your school?”  and that in question 11 “between” be changed to “among” to 
respect the grammatical purity.  Reviewer C suggested that “Maybe you could inquire whether 
the interviewee was at a previous school and whether any violent activities were witnessed there.  
This may permit you to see whether the way two principals dealt with the situations differ 
positively or negatively” (personal communication, April 26, 2016).  Reviewer D asserted that, 
Your questions are well constructed in the context of a phenomenological study in the 
sense that they seek to elicit participants’ meaning, experiences and perceptions of the 
phenomenon.  In addition, it is extremely important to incorporate words like ‘describe’ 
and “explain” in a phenomenological study.  (personal communication, April 30, 2016) 
Reviewer E said that “Overall the questions were concise and unambiguous.  They adequately 
seek to acquire information from the target audience about school climate, school environments, 
their relationship to school violence and knowledge of the measures to minimize school 
violence” (personal communication, April 30, 2016).  He also suggested that “Questions that 
make reference as to the involvement and responses of parents in and to ‘violent acts’ on the 
school compound could be useful” (personal communication, April 30, 2016).  Reviewer F noted 
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that “Overall, your individual interview questions and focus group questions are quite good.  
Asking participants to ‘describe’ or “explain’ their experiences with school violence may yield 
significant responses for use in presenting findings” (personal communication, April 26, 2016).  
She also recommended narrowing my research by including specifically who the “participants” 
are.  I modified the research questions to achieve this objective. 
Following IRB approval, I piloted this study with three non-participants using the 
interview questions to assess whether the questions were relevant and clear.  Conducting a pilot 
study proved to be a fruitful research tool.  I did not believe the suggestion given by Reviewer A 
to revise question one was necessary to improve participants’ understanding of the question.  
However, I revised interview question 10, as suggested by Reviewer B, since rewording this 
question provided a much clearer understanding than the sentence construction I had previously 
utilized.  Reviewers D, E, and F all indicated that my interview questions were: (a) well suited 
for a phenomenological study, (b) concise and unambiguous, and (c) clearly informed the reader 
of the primary researcher’s line of questioning.  
I followed procedures for the research study in alignment with Liberty University’s 
Institutional Review Board.  Once all relevant details pertaining to the research study had been 
supplied and approved by the IRB, I initiated the research process.  I began the formal rapport 
building process with the administrators and teachers through two “get to know” sessions as is 
traditional in the culture of the island of Barbados.  Apart from being often described as friendly 
and fun-loving people, the Barbadian culture traditionally integrates congeniality and informal 
dialogic exchange as a traditional way of building relationships within the normal framework of 
doing business. 
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Upon acquiring IRB approval to conduct the research study (see Appendix A), I 
scheduled an initial meeting with each school principal to outline the details of the study as it 
related to each teacher’s role as participants.  The individual interview questions had been earlier 
piloted with three non-participants to assess the interview questions for relevance and clarity.  
Following permission being granted by the Ministry of Education, I sent letters to the school 
principals.  As stipulated by the Ministry of Education, Science, Technology, and Innovation, I 
sent their letter of approval (see Appendix B), a pre-data structured e-mail (see Appendix C), and 
formal permission letters (see Appendix D) to the relevant secondary school principals.   
I used principals’ pre-data scripts (see Appendix E) to guide this process.  I scheduled 
mutually convenient appointments with individual teacher participants.  The meetings were 
approved and facilitated by each school principal in accordance with the directives outlined by 
the Ministry of Education, Science, Innovation, and Technology.  I hand-delivered recruitment 
letters to each school principal (see Appendix F) to pass on to teacher participants recommended 
to participate in the study or who volunteered to participate in the study.  I asked each teacher 
participant to sign the participants’ informed consent forms (see Appendix G) as an indication of 
their full agreement to participate in the study.  In support of my purposeful intention to build 
rapport and establish a climate conducive to effective interpersonal communication, I utilized 
teacher participant pre-data scripts (see Appendix H) to guide and facilitate this process. 
In addition, I provided specific details concerning the research protocol, particularly as it 
relates to time management.  I e-mailed the recruitment letters and teacher participant informed 
consent forms to a minimum of twenty-four teacher participants at least two weeks prior to the 
planned interviews and focus groups for participants to sign.  I targeted twenty-four teacher 
participants in the event that any participants withdrew prior to or during the study.  Following 
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receipt of the signed consent forms from teacher participants, I gathered and triangulated data via 
documentation, individual interviews, and focus groups to improve the trustworthiness and rigor 
of the of the research process (Creswell 2013; Creswell & Miller, 2000; Guba, 1981; Krefting, 
1991; Lincoln & Guba, 1985; Moustakas, 1994).  Documents included a Juvenile Liaison 
Scheme referral form; a generic Edna Nicholls Center notice of suspension form for school; and 
a Ministry of Education, Youth Affairs and Sports’ referral to student services form (see 
Appendix I).  I used a chronological table of interview sequence (see Appendix J) to manage the 
interview and focus group processes.  I used standardized interview and focus group pre-data 
scripts (see Appendix K) as rapport building tools prior to engaging the standardized interview 
and focus group processes.  I also included samples of the interview and focus group 
transcriptions (see Appendix L).  I also kept a log of my personal reflections in a personal 
reflective journal (see Appendix M).  After conducting the data collection process, I sent 
participants’ post-data structured e-mails (see Appendix N) to teacher participants and peers to 
conduct member-checking, peer-examination, and to thank all teacher participants for 
participating in the study.  I conducted the research design using semi-structured open-ended 
interviews.  In the final stage of the interview protocol, I conducted four focus group interviews 
with teacher participants from each of the four selected sites.  In addition, I spent considerable 
time in meditative reflection immediately following each site visit to timely highlight statements 
which I perceived to be most significant in isolating relevant codes and themes (see Appendix 
O).  I gave principal focus to evaluating teachers’ perceptions of school violence and its possible 
relationship with school climate and school safety. 
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The Researcher’s Role 
 My role in the proposed research was to describe the common lived experiences of 
teacher participants with school violence.  I am an ordained Pastor, Certified Clinical Christian 
Therapist, Board Certified Christian Coach, and Certified Professional Coach.  I am a graduate 
of Liberty Baptist Theological Seminary, a graduate of Liberty University’s Graduate School of 
Counseling, and Graduate School of Education.  I posit that the nature of reality, as seen through 
the eyes of teacher participants provides perceptions of school violence as seen through multiple 
perspectives and diverse lenses (Moustakas, 1994). 
I assumed an intentional state of “‘purified’ consciousness” (Moustakas, 1994, p. 85) in 
which my whole way of thinking, value system, presuppositions, and prejudices continued to 
flow, yet permit my momentary experiences to take precedence.  I attempted to describe the 
participant stories (Patton, 2015) through multiple realities and forms of evidence in using actual 
quotes from different individuals who presented multiple perspectives of their lived experiences 
(Moustakas, 1994).  I took on the role of a human research instrument (Lincoln & Guba, 1985) 
whose function was not to lead or influence participants, but rather to inquire and encourage 
them to tell their unique stories with a view to discover reality (Patton, 2015). 
I sought to gain insights from participants as to how they perceived the phenomenon of 
school violence might possibly link to the potential creation of improved school climates and 
safer school environments.  In other words, my focus was on teacher participants’ collective 
experiential phenomenon of school violence.  In addition, I attempted to reduce experience with 
this phenomenon to a description (Moustakas, 1994).  One of my major challenges was to set 
aside, as much as possible, my personal experiences with this phenomenon during the 
investigation process by embracing and implementing “epoche” (Moustakas, 1994, p. 22).  
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Having a clear understanding of this nuance allowed me to replace subjectivity with 
intersubjectivity (Patton, 2015). 
 In the context of this research study, I must fully grasp the nuance of epoche.  Moustakas 
(1994) implored the prudent researcher to refrain from prejudgment and cautions against 
presuppositions and to employ “a new way of looking at things, a way that requires that we learn 
to see what stands before our eyes” (p. 33).  I intentionally and purposefully positioned myself 
with open-mindedness about what participants described from their individual perspectives while 
reducing personal subjectivity (Moustakas, 1994). 
As such, I had limited experiences with the phenomenon of school violence, so the 
implementation of transcendental phenomenology did not present too many major challenges 
during my investigations.  In addition, I had no personal or professional relationships with any of 
the teacher participants nor, any prior knowledge of their exposure to or involvement with, the 
phenomenon of school violence.  I have never been employed in the Barbadian educational 
system and have no previous knowledge of how the phenomenon of school violence may, or may 
not be, impacting potential participants.  These facts assisted in my implementation of epoche. 
I am personally motivated to conduct this study because I was born in Barbados, my son 
Joshua (pseudonym) attended a school which still experiences high levels of school reported 
violence.  I have relatives in Barbados exposed to the reality of school violence as a societal 
phenomenon.  Although discovering that school violence had become a phenomenon of global 
proportions, it astounded me to read and learn the extent to which school violence had infiltrated, 
and now pervades, the Barbadian secondary school system.  As a helping professional, I found 
this situation particularly disturbing and felt a compelling Christian responsibility to investigate 
the phenomenon with a view of making some meaningful contribution towards its resolution. 
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Transcendental phenomenology, by its very nature, requires the careful application of 
personal intuition and framing an authentic intersubjectivity.  I engaged “empathetic neutrality” 
(Patton, 2015, p. 57) in an intentional manner through “my own intentional consciousness” 
(Moustakas, 1994, p. 37) as experienced through the lived experiences of the participants.  I also, 
in my researcher role, sought to enhance researcher-participant interpersonal relationships and 
trust by developing a “composite portrait” of the participants (Moustakas, 1994, p. 38).  
According to Moustakas (1994), the nuances of epoche, phenomenological reduction, and 
imaginative variation can be enhanced by intentionally “aiming toward recognizing, supporting, 
and enhancing the identity” (p. 38) of participants.  I submit that this can be achieved through 
personal reflection “on what constitutes an ideal relationship” (Moustakas, 1994, p. 38) with 
each participant.  This disciplined and systematic methodology ensured an emphasis on the 
clinical discovery and derivation of knowledge through, active listening, careful observation, and 
thorough reflection (Stewart, 2012). 
As a professionally trained and certified therapist and coach, I was very familiar with 
client interviewing and coaching techniques.  I have also learned how to dig and funnel interview 
questions, build trusting relationships quickly, and how to listen actively (Stewart, 2012).  Yet, I 
had to marshall these competencies carefully so as to not engage any researcher bias or 
misguided empathy.  As such, transcendental means that, “everything is perceived freshly, as if 
for the first time” (Moustakas, 1994, p. 34). 
I purposefully sought to establish a safe environment by building rapport and trust with 
my participants and by utilizing my professional training and skills, as a certified clinical 
therapist and certified life coach, to guide the relationship building process.  Some key 
modalities I employed included self-disclosure and empathetic listening (Stewart, 2012).  In 
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transcendental phenomenology, succinct relationships exist between external perceptions, 
internal perceptions, memories, and judgments (Moustakas, 1994).   
In my role as principal investigator, I challenged myself to utilize many of the qualitative 
research study best practices and protocols to effectively and efficiently collect and analyze data 
that was relevant, and that added to the literature on this phenomenon.  My research role 
included functioning as the key instrument.  According to Creswell (2013), “The qualitative 
researchers collect data themselves through examining documents, observing behavior, and 
interviewing participants” (p. 45).  I sought to methodically examine a series of primary source 
documents, implement individual interviews and focus groups in accordance with qualitative 
best practices. 
Data Collection 
A qualitative researcher predominantly conducts data collection in the field.  Patton 
(2015) asserted, “Fieldwork is the central activity of qualitative inquiry” (p. 55).  According to 
Creswell (2013), data collection involves “a series of interrelated activities aimed at gathering 
good information to answer emerging research questions” (p. 146).  For this reason, this study 
focused not only on selected sites that had consistently reported cases of school violence, but that 
also varied in the uniqueness of their geographical locations, school leadership, neighboring 
communities, culture, and school climate.  Despite the uniqueness associated with each site, I 
was “responsible for creating a climate in which the research participant will feel comfortable 
and will respond honestly and comprehensively” (Moustakas, 1994, p. 114). 
Documentation  
As advocated by Creswell (2013), to optimize the data collection process, I (a) kept a 
journal; (b) analyzed all school violence related documents (e.g. official letters related to school 
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violence, student suspension and/or student expulsion records, and official memos, meeting 
minutes, or any other school records that provided a deeper understanding of school violence at 
each site); and (c) analyzed any public documents available on school violence, bullying, or 
school crime.   
In addition, I decided to “keep a journal during the research study” (Creswell, 2013, p. 
160).  As recommended by Moustakas (1994), I reviewed audiovisual materials specially 
developed to create awareness and reduce the level of violence in schools.  Having the right 
documentation was critical to the data compilation and thematic analysis processes (Patton, 
2015). 
Some of the internal school documents I reviewed included: student conduct cards, 
student contracts, notification of detention and suspension records, an internal protocol for 
discipline document, behavior report forms, class attendance registers, school incident reports, 
and guidance counseling internal referral forms.  In addition, I reviewed and analyzed the 
following external documents: a Juvenile Liaison Scheme referral form, a generic Edna Nicholls 
Center notice of suspension form for school, and a Ministry of Education, Youth Affairs and 
Sports’ referral to student services form (see Appendix I).  Document analysis served to 
complement participants’ individual interviews, focus groups, and to support the triangulation 
and theory building processes.  Merriam (1998) affirmed, “Documents of all types can help the 
researcher uncover meaning, develop understanding, and discover insights relevant to the 
research problem” (p. 118).   
Other principal documents reviewed included: UNICEF Eastern Caribbean reports, U.S. 
Agency for International Development (USAID), United Nations Office on Drugs and Crime 
(UNODC), the Barbados Education Act, and research publications on school violence on 
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National School Code of Conduct and the Student Code of Discipline.  The Ministry of 
Education, Science, Technology, and Innovation published the last two documents.  The Student 
Code of Discipline document listed diverse infractions with the appropriate sanctions for 
students who commit acts of violence.  
Every secondary school in Barbados is required to have a copy of this document.  In 
addition, principals are required to keep a record of indiscipline in the school and to be guided by 
this document when responding to indiscipline.  They are also required to report any matter of 
indiscipline that involves a weapon to the school’s Board of Management, the Ministry of 
Education, Science, Technology, and Innovation, parents (guardians), and the Royal Barbados 
Police Force as stipulated in the Barbados Education Act. 
Individual Interviews 
I conducted personal face-to-to face interviews with teacher participants using “the long 
interview” (Moustakas, 1994, p. 114).  I asked a combination of closed and semi-structured 
open-ended questions to be assured of an “interactive process” (Moustakas, 1994, p. 114).  
Open-ended interview questions allowed participants the means by which to give free expression 
of their views, ideas, perspectives, and feedback (Moustakas, 1994) about the phenomenon of 
school violence.  I focused on developing open-ended questions that were both interactive and 
conversational and “aimed at creating a relaxed and trusting atmosphere” (Moustakas, 1994, p. 
114). 
I purposefully used words like perceive, explain, and describe to elicit stories (Patton, 
2015) from participants that provided rich, thick descriptions (Moustakas, 1994) of their personal 
lived experiences (Moustakas, 1994) with the phenomenon.  I audio recorded and captured all 
interviews using a hand-held digital recorder, the Dragon voice recognition software, as well as 
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the services of a professional transcriptionist to facilitate and explicate transcription.  I conducted 
face-to-face interviews at the teacher participants’ respective schools in a quiet location that was 
most conducive to clear, accurate, and uninterrupted audio recordings.  Teacher participants 
chose the location on the school premises for their individual interviews.  Each individual 
interview session lasted between 30 to 45 minutes, and I used pre-data scripts to build rapport 
and maintain participants’ focus. 
 The primary challenge I encountered in preparing to conduct the individual interviews 
was the personal recognition that “the position of each key word, or focus, of the question 
determines what is primary in pursuing the topic and what data will be collected” (Moustakas, 
1994, p. 104).  I constructed a total of 18 interview questions that sought to elicit stories from 
participants that provided me with thick composite descriptions of the essence of their lived 
experiences (Moustakas, 1994) of the school violence phenomenon.  During the individual 
interview process, I leaned heavily on Max Weber’s pioneer approach of Verstehen in my efforts 
to understand the perceptions of participants and the nuance of empathic identification 
(Schwandt, 2000). 
Verstehen thus entails a kind of empathetic identification with the actor.  It is an act of 
psychological reenactment – getting inside the head of an actor to understand what he or 
she is up to in terms of motives, beliefs, desires, thoughts, and so on.  (Schwandt, 2000, 
p. 192) 
I intentionally developed interview questions that sought to make provision for me to not 
only obviate my historical experiences and circumstances but also to stimulate deeper empathy 
and sensitivity that I might ultimately “reproduce the meaning or intention of the actor” 
(Schwandt, 2000, p. 192).  I referred to the research literature to develop the interview questions 
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aimed at achieving face validity.  Patton (2015) noted, “Participants rebelled against the idea of 
surveys as being too shallow to be meaningful and insisted on open-ended interviews, in which 
they could tell their stories and reflect on their experiences” (p. 50).   
The key underpinning of my interview questions was my theoretical framework, which in 
turn guided my interview questions (Rockinson-Szapkiw & Spaulding, 2014).  I guided the 
interview questions by seeking an understanding of the school violence phenomenon.  The 
psychological, emotional, and social ramifications associated with school violence are still not 
clearly understood (Eisenbraun, 2007). 
I designed the interview questions to understand how participants perceived their school 
violence experiences.  In addition, I designed some questions to elicit descriptions of the 
participants’ psychologic, emotional, and heart-felt responses to school violence (Moustakas, 
1994).  All participants were audio recorded using two principal media: (a) a portable digital 
recorder and (b) Dragon speech recognition and transcription software on my laptop were used 
simultaneously to both record and transcribe the described lived experiences of all participants. 
Standardized open-ended interview questions focusing on School violence 
Perceptions, Experience, and Meaning of the term School Violence Interview Questions 
1. Describe your personal experiences with aggression or violent activity since being 
employed at this school.  
2. Explain any incidents you witnessed over the years that have shaped your perception 
of school violence.  
3. Describe the most violent incident that you have witnessed since your employment at 
this school. 
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4. Describe any acts of group aggression or violent activities you have witnessed since 
your employment at this school. 
5. Describe how you felt emotionally throughout the aggressive/violent encounter 
starting from the beginning of the encounter to its conclusion. 
6. Explain how persons who witnessed the aggressive behavior or violent encounter 
responded to those who were actively involved. 
7. Describe how your initial experience with school violence prepared you to deal with 
such similar aggressive/violent events in the future. 
8.  Explain what specific factors and experiences guided your response(s) to dealing 
with different encounters with school violence. 
Standardized open-ended interview questions focusing on School Climate and School 
Safety 
Perceptions, Experience, and Meaning of the terms School Climate and School Safety Interview 
Questions 
9. How would you describe the relationship that exists between the principal of your 
school and the students? 
10. How would you describe the type of relationship that exists between the teachers and 
students at your school? 
11. Describe the type of relationships that exists between students i.e. (male and female, 
male and male, and female and female).  
12. Describe the climate of your school? 
13. Describe the specific things that could be done to create a healthier school climate. 
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14. How would you describe the frequency of aggressive behavior or violence at your 
school? 
15. Describe the programs that currently exist at your school specifically aimed at 
reducing the level of school violence. 
16. Describe specific steps that have been taken at your school to make you feel safe. 
17. Explain the additional steps you believe should be taken to make your school safer for 
administrators, teachers and students. 
18. Describe the specific factors you believe could play a role in creating a safe school 
environment. 
I conceptualized, and rooted, each of the 18 questions from the existing body of research 
literature.  I developed questions one through five with a view of gaining deeper insight from the 
participants about their lived experiences with the school violence phenomenon.  How 
individuals respond to conflict or aggression is rooted in their core values and normative beliefs 
(Guerra et al., 1994).  The interview questions align with the purpose of this study in that they 
uncover participants’ perceptions regarding teachers’ experiences with secondary school 
violence in Barbados, West Indies.  Algozzine and McGee (2011) stated that “A context for 
understanding school crime and violence is grounded in what is known about criminal offenses 
of young people and perceptions of school violence provided by administrators, teachers, 
parents, students and others” (pp. 91-92).  Given this reality, it stands to reason that the interview 
questions posed sought to elicit meaning and perceptions of school violence as a phenomenon 
from teachers. 
The socioeconomic and demographic considerations continue to rank high in terms of 
understanding student perceptions.  In a study conducted by Hong and Eamon (2012) it was 
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found that older male students, who came from the lowest socio-economic rankings, had 
“increased risks of perceiving higher levels of unsafe school environments” (p. 428).  This 
research was another major finding that added credence to the ecological approach espoused by 
Bronfenbrenner (1994, 1977).  Hong and Eamon also discovered that (a) student and teacher 
connectedness; (b) the attention paid to those carrying weapons; and (c) the enforcement of 
school safety policies, were all related to students’ perceptions of school safety.  I sought to 
attain insight of the school violence phenomenon from a personal perspective that encapsulated 
and extracted emotional themes which were valuable to the phenomenological reduction process. 
Interview questions six through eight engaged three other key variables as lived by 
participants.  I purposefully sought to discover how participants perceived acts of school 
violence when they were indirectly involved, whether their perceptions of group violence 
activity differed in any way from individual aggression and if they perceived onlookers to school 
violence to have reacted in ways compared or contrasted to their personal responses.  Research 
has shown that “there is an overall ecological effect at the class level but that an individual’s 
perception of school norms is also related to their frequency of aggression” (Farrell, Henry, 
Mays et al., 2011, p. 156).  In other words, there was a natural progression in the interview 
questions from gaining insight into normative beliefs as outlined in participants’ perceptions to 
seeking to determine how people responded to school violence in various contexts. 
Interview questions six and seven sought to elicit information that would either support 
or refute the theoretical construct that school violence could neither be understood nor reduced 
simply by teaching self-efficacy and social norming skills.  The ecological theoretical framework 
(Bronfenbrenner, 1976, 1979) assumes a “comprehensive and ecological model for resiliency 
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building” (Castro-Olivo et al., 2013, p. 25) which must be instituted to reduce school violence 
successfully. 
Interview questions nine and ten sought to elicit from teacher participants their individual 
responses to school violence, the context, and nature of their involvement and sought to extricate 
truth value to the research questions (Krefting, 1991).  More importantly, I believe that school 
contextual factors influenced how students and teachers responded to acts of aggression or 
violence.  Wassdorp, Pas, O’Brennan, and Bradshaw (2011) asserted, “Although much of the 
research has focused on individual-level correlates of bullying, including gender and grade level, 
there is an increasing interest in school-level factors such as school climate” (p. 116).  Bullying 
includes actions such as making threats, spreading rumors, attacking someone physically or 
verbally, and excluding someone from a group on purpose (U.S. DHHS, 2015). 
Sampson and Groves (1989) investigated the potential influence of both contextual and 
organizational factors as contributors and how they may result in increased predispositions to 
become involved in aggressive behaviors.  Participants’ responses to interview questions nine 
and ten were helpful in gaining deeper insights into participants’ responses to school violence 
based on both individual personal involvements with the phenomenon as well as in relation to 
contextual factors which attend their unique lived experiences (Moustakas, 1994). 
From an emotional perspective, interview questions nine and ten also sought to illuminate 
participants’ attitudes and emotions towards school violence.  In the context of this 
transcendental phenomenological study, gaining insight on participants’ emotions was vital.  
According to Saldana (2013), “Since emotions are a universal human experience, our 
acknowledgment of them in our research provides deep insight into participants’ perspectives, 
worldviews, and life conditions” (p. 106).  In addition, it was impossible to separate participants’ 
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emotional responses from their actions, “they are part of the same flow” (Corbin & Strauss, 
2008, p. 7). 
Questions 11 through 18 of the interview questions focused on getting participants’ 
descriptive views on the nuance variables linked to the phenomenon of school violence.  
According to Henry et al. (2011) there are three primary predictors of individual aggression that 
have received little attention, “(a) school norms related to aggression and nonviolence, (b) 
interpersonal climate (i.e., student-student relationships and student-teacher relationships) and (c) 
school responsiveness to violence (i.e., school safety concerns and teacher awareness and 
responsiveness to violence” (p. 483).  For this reason, the interview questions sought to elicit the 
perceptions of teachers about school norms related to both aggression and nonviolence. 
Interview questions 11 through 15 specifically addressed the issue of interpersonal 
climate as perceived by teachers.  According to Frey et al. (2009), “Perceived teacher support 
was associated with positive perceptions of school climate and with academic motivation” (p. 1).  
Central to employing this nuance was my desire to obtain clear and better thick descriptions 
(Moustakas, 1994) about the perceived nature of the administrator-student, teacher-student, and 
student-student relationships.  There is a link between school norms that cultivate cultures of 
violence reduction and self-efficacy (Castro-Olivo et. al., 2013; Farrell et al., 2008; Farrell, 
Henry, Mays et al., 2011).  Self-efficacy beliefs are inherently associated with reduced levels of 
anxiety, depression, and overarching dysfunctional behaviors (Singh & Bussey, 2009).  Low 
levels of self-efficacy may also hinder the development and effective implementation of non-
violent intervention strategies (Farrell et al., 2008). 
Questions 16 through 18 focused on school responsiveness to violence.  As noted by 
Henry et al. (2011), school responsiveness encapsulates school safety concerns, administrator 
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and teacher awareness, as well as the level of responsiveness to violence displayed by the school 
and its stakeholders.  I designed these questions to elicit participants’ perceptions as to how best 
to improve school responsiveness in their schools. 
Focus Groups 
I conducted a total of four focus groups following the personal interviews to ascertain 
additional verifiable data.  I conducted one focus group at each research site, and I involved four 
teacher participants from each secondary school.  Focus group processes “yield the best 
information, when interviewees are similar and cooperative with each other” (Creswell, 2013, p. 
164).  As such, the group dynamics served as a catalyst for producing rich descriptive lived 
experiences (Moustakas, 1994) that were heart-felt as opposed to having a mechanical 
discussion.  This approach also facilitated an open atmosphere for discussion on participants’ 
unique lived experiences and their perceptions of the school violence phenomenon. 
I developed the focus groups questions with key considerations in mind.  First, leading 
this type of focus group not only hinged heavily on one’s core values and beliefs but also one’s 
ability to not impose one’s values and beliefs on the other members of the group.  According to 
Jacobs, Masson, Harvill, and Schimmel (2012), “Groups whose purpose is values clarification or 
self-exploration, the most important dynamic is how the members feel about one another because 
they will be sharing their thoughts and feelings” (p. 42).  Implicit in these requirements was the 
need for the leader to clearly demonstrate competence and ability in both interpersonal and 
intrapersonal communication, while simultaneously building trust, openness, and camaraderie. 
 A second major group leadership challenge is presented in the leader’s ability to correctly 
assesses and optimize each member’s growth potential, while seeking to reduce over-
competitiveness and jealousy.  As such, as the primary investigator, I spent time in the individual 
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interviews building relationships with my participants in preparation for the focus group 
sessions.  In addition, Jacobs et al. (2012) noted, “Members might become jealous of other 
members’ growth or become angry with the leader “(p. 42).  Also, “competition among members 
may arise and can be a detrimental dynamic” (Jacobs et al., 2012, p. 43) 
 Focus group preparation and planning can be a very involved and meticulous process.  In 
the context of group dynamics, several variables applied.  According to Jacobs, Masson, et al. 
(2012) three key nuances can impact the group planning process, (a) “pre-group planning” (p. 
69), (b) “big-picture-planning (p. 75), and (c) “session planning” (p. 76).  I used simple questions 
that would be easily understood and interpreted by all group participants.  Also, I closely 
monitored my time-management, as group interactions became more significant (Jacobs et al., 
2012). 
Focus Group Questions 
Perceptions, Experience, and Meaning of the terms School Violence, School Climate, and School 
Safety Focus Group Questions 
1. Describe what the term school violence means to you. 
2. Describe what the term school climate means to you. 
3. Describe what the term school safety means to you. 
4. Describe the programs that currently exist at your school, which are aimed at reducing 
violence?  Do you believe they are successful?  Why or Why not? 
5. Describe your ideas to reduce the level of violence at your school. 
6. Describe your ideas to improve the relationships between: 
(a) The principal and teachers 
(b) Teacher with other teachers 
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(c) Principal and students 
(d) Teachers and students 
(e) Students with other students 
7. Describe your ideas to improve safety at your school. 
 Focus group questions one through three were developed to arrive at participants’ own 
definitions of the school violence phenomenon as well as to understand participants’ perceptions 
of the ecological variables of school and school safety.  The ecological systems framework 
facilitated a broader understanding of the school violence phenomenon, while underpinning other 
key factors such as individual level aggression, school-influenced aggression, gender-influenced 
aggression, peer victimization as well as diverse forms of bullying. 
The application of an ecological theory explicated the facilitation or inhibition of the 
school violence phenomenon because of its multifaceted and multi-layer interrelations across 
diverse contexts (Bronfenbrenner, 1977).  The focus group sessions were audio recorded using 
(a) a hand-held digital recorder, (b) the digital software voice recognition software, and (c) the 
services of a professional transcriptionist to facilitate effective teacher participants’ transcriptions 
(see Appendix L).  I used pre-data focus group scripts (see Appendix K) to build rapport with 
teacher participants and provide clarity about the focus group process. 
Regarding question one, the phenomenon has been defined as causing physical, 
psychological, and even developmental harm (Morrison et al., 1994).  In the context of this 
study, school violence encapsulated the following: (a) individual victimization experiences 
(Furlong et al., 1995), (b) gang activities and weapon possession (Kingerly et al., 1985), (c) 
illegal substance abuse (Furlong et al., 1997), (d) bullying (Morrison, 2009), as well as (e) 
conflict and crisis management (Gorton & Alston, 2009; Nickerson & Brock, 2011). 
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To understand the phenomenon of violence it became imperative to grasp the fact that 
bullying also constitutes a sub-component of school violence.  In fact, researchers have reached 
the consensus that bullying is a subset of aggression (Cowie & Jennifer, 2008; Espelage & 
Swearer, 2003; Olweus, 1995).  The U.S. DHHS, through its stopbullying.gov website, offers the 
following definition of bullying: 
Bullying is unwanted, aggressive behavior among school aged children that involves a 
real or perceived power imbalance.  The behavior is repeated, or has the potential to be 
repeated, over time.  Bullying includes actions such as making threats, spreading rumors, 
attacking someone physically or verbally, and excluding someone from a group on 
purpose.  (para. 2) 
From an ecological systems perspective (Bronfenbrenner, 1977) bullying’s role in the 
context of school violence was an important nuance to consider.  Although the phenomenon 
under investigation was school violence, school cultural norms, as well as core beliefs and 
values, were intricately interwoven to shape individual participants’ perceptions and meanings of 
the school violence phenomenon as well as its nuance variables as seen through the lived 
experiences of participants (Moustakas, 1994). 
As it relates to question two, the following definition has been used to define school 
climate in this study: school climate “is the relatively enduring quality of the school environment 
that is experienced by participants, affects their behavior, and is based on their collective 
perceptions of behavior in schools” (Hoy, 1990, p. 152).  In this study, perceptions and meanings 
ascribed by participants are compared and contrasted not only among participants but also in the 
context of accepted scholastic definitions.  Another lengthy definition rendered by the National 
School Climate Council (2007) on what school climate is: 
 130 
A sustainable, positive school climate fosters youth development and learning necessary 
for a productive, contributive, and satisfying life in a democratic society.  This climate 
includes norms, values, and expectations that support people feeling socially, 
emotionally, and physically safe.  People are engaged and respected.  Students, families, 
and educators work together to develop, live, and contribute to a shared school vision.  
Educators model and nurture an attitude that emphasizes the benefits of, and satisfaction 
from, learning.  Each person contributes to the operations of the school as well as the care 
of the physical environment.  (p. 4)  
I designed question three to elicit participants’ definitions of school safety.  Then I 
compared these definitions with the following school safety definition.   
A safe school is one in which the total school climate allows students, teachers, 
administrators, staff, [parents], and visitors to interact in a positive, non-threatening 
manner that reflects the educational mission of the school while fostering positive 
relationships and personal growth.  (Bucher & Manning, 2005, p. 56) 
In addition, I put these responses in context with regards to acquiring clearer understanding and a 
deeper interpretation of the safety nuance variable. 
Questions four and five sought to determine how participants perceive any possible 
existing programs within their school environment aimed at reducing violence.  These questions 
further sought to determine where such programs may have fallen on the continuum of program 
violence reduction implementation ranging from zero tolerance programs to innovative 
contemporary programs.  Out of school suspensions and expulsions have become more prevalent 
within the Barbadian secondary school landscape and are predominantly rooted in the zero-
tolerance philosophy that existed in the U.S. in the 1980s and 1990s. 
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However, research has shown that frequent use of punitive and subjective discipline also 
has negative developmental effects on adolescents (Gomez & Gaymard, 2014; Triplett et al., 
2014).  Research findings indicate that suspensions do not appear to provide a viable intervention 
strategy to deter dysfunctional behavior in adolescents (American Psychological Association 
Zero Tolerance Task Force, 2008).  Frey et al. (2009) concurred with the ecological perspective 
noting that, “school attachment, teacher support, parental control, and violence exposure must all 
be incorporated into school reform efforts intended to break the inner city [sic] cycle of 
violence” (pp. 1-2). 
Question six specifically sought to dig deeper through the group dynamics funneling 
technique (Jacobs et al., 2012).  There is strong evidence to support the theory that school 
climate dynamics can contribute to student outcomes, specifically in the development of trusting 
relationships among teachers, administrators, and students.  There are also multi-layered 
dynamic relationships that exist among school leadership, administrative styles, and cultural 
norms within specific school environments (Bosworth, Ford, & Hernandaz, 2011; Bonell et al., 
2013; Dymnicki et al., 2011; Henry, Farrell, Schoeny, Tolan, & Dymnicki, 2011; Thapa et al., 
2013). 
Question seven sought to elicit participants’ distinctive ideologies on school safety.  As 
the primary investigator in this study, I think it was very important to seek to obtain participants’ 
truth value (Krefting, 1991) through free expression.  My goal was to spend extensive time in the 
focus group, or “in situ” (Moustakas, 1994) observing and utilizing all my senses.  I employed a 
similar principle to that proposed in individual interviews in the focus groups, that is, to establish 
face and content validity (Krefting, 1991).  Each focus group session lasted between 45 to 60 
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minutes, and pre-data scripts (see Appendix K) were also be used to create a safe environment 
among group participants. 
Data Analysis 
 I optimized the data analysis process by strategically and clinically using the formats 
used by Moustakas (1994).  My vision was to utilize the frameworks and expertise of his proven 
qualitative modalities.  It was essentially aimed at making the data analyses as trustworthy as 
possible and following a chronology.  I employed the guidelines advocated by Moustakas to 
refine the data analysis process with the categorical organization of data, particularly 
descriptions of the school violence phenomenon as perceived by participants.   
I did the data organization strategically at each site and represented the data in figures, 
tables, and discussion.  As advocated by Moustakas (1994), I engaged in “disciplined and 
systematic efforts to set aside prejudgments” (p. 22).  This process required an intentional 
approach that sought to erase preconceived notions, core beliefs and value judgments about the 
school violence phenomenon.  The development of preconceived notions could possibly be 
influenced by either previous personal or knowledge-based experiences.  According to 
Moustakas, to be “open, receptive, and naïve in listening to and hearing,” (p. 22) participants 
describe their personal encounters with the phenomenon.   
In addition, utilizing such an approach determines to place significant emphasis on 
conceptually understating the dynamic interplay of personal experience, perceptual awareness, 
cognitive acuity, emotional responsiveness, and sensual consciousness.  I made every attempt 
execute Moustakas’ (1994) protocol in my attempt to optimize my data management processes.  
I managed the data analysis process in this study using the student version of ATLAS.ti 
qualitative data analysis software.  The program allows researchers to analyze complex 
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phenomena hidden in complex text and multimedia.  The software program facilitated coding, 
including auto-coding, of text, and audio recordings.  It had the capability to provide the 
visualization of complex textual and audio relationships.  In this study, it was not required to 
conduct an analysis of photography despite the software’s capability to do such. 
Epoche/Bracketing 
I give a full description of my perspective on school violence in my personal reflective 
journal (see Appendix M).  I did this to “bracket” (Moustakas, 1994) my experience with the 
phenomenon from those experienced by the participants.  I cannot overstate the complexity of 
the concept of epoche and its associated challenges.  It requires “a “purified” consciousness” (p. 
85) in which one’s whole way of thinking, value system, presuppositions, and prejudices 
continues to flow, yet allowing one’s momentary experiences to take precedence.  As such, there 
is considerable tension that exists between one’s individual consciousness and one’s natural 
inclination to appeal the information and knowledge (Moustakas, 1994).  I also kept a personal 
account of participants’ descriptions with the aid of written memos and reflective journal entries 
acquired on school violence, school safety, and school climate during my investigation (see 
Appendix M). 
It is impossible to fully isolate one’s lived experiences from those articulated by 
participants’ abiding concerns (Moustakas, 1994).  Moustakas (1994) succinctly captured the 
very essence of the concept in this vivid description, “in the epoche, no position whatsoever is 
taken; every quality has equal value.  Only what enters freshly into consciousness, only what 
appears as appearance, [sic] has any validity at all in contacting truth and reality” (p. 87).  
Creswell (2013) posited that bracketing personal experiences may present challenges because the 
primary investigator may integrate subjective philosophical assumptions that would likely 
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influence his or her interpretations of the data.  According to Moustakas, “The challenge of the 
Epoche is to be transparent to ourselves, to allow whatever is before us in consciousness to 
disclose itself so that we may see in a naïve and completely open manner” (p. 86). 
Phenomenological Reduction 
 I focused the next stage of my data analysis on seeking to describe “in textual language 
just what one sees” (Moustakas, 1994, p. 90).  Specifically, I endeavored to describe and 
explicate “the relationship between phenomenon and self” (p. 90).  I challenged myself to 
grapple with the tension and interplay of my external perceptions of the school violence 
phenomenon – and the participants’ perceptions as they describe the same phenomenon, 
interwoven with my internal consciousness of their rhythmic relationships.  Moustakas (1994) 
refers to this as “the rhythm and relationship between phenomenon and self” (p. 90) and submits 
that its “explication may include perceiving, thinking, remembering, imagining, judging, each of 
which contains a definite content” (p. 91).  Another great challenge in the phenomenological 
reduction process was to not only see through intense reflection but also to listen with a distinct 
consciousness that sought to open myself to participants’ descriptions of their lived experiences 
with the school violence phenomenon (Moustakas, 1994).  To summarize, the data analysis steps 
that I employed during phenomenological reduction included: holistic reading, horizonalization, 
and “clustering the horizons into themes; and organizing the horizons and themes into coherent 
textural description of the phenomenon” (Moustakas, 1994, p. 97) aided by a software data 
management tool of my choice.  First cycle (In Vivo and Emotion coding) and second cycle 
(Pattern and Focused coding) coding featured prominently in this process.  I employed Emotion 
coding as I reflected and recalled teacher participants’ emotional experiences.  I also used words 
and phrases from participants’ language with In Vivo coding. 
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Holistic Reading 
I engaged with and attended to, the entire text looking for statements or phrases using a 
selective approach and endeavored to examine every sentence using a line-by-line approach.  
According to Creswell (2013), “Qualitative researchers try to develop a complex picture of the 
problem or issue under study.  This approach involves reporting multiple perspectives, 
identifying the many factors involved in a situation, and generally sketching the larger picture 
that emerges” (p. 47). 
As I read the descriptive narrative text given by participants, I engaged this holistic 
concept in order to effectively tell the participants’ unique stories (Patton, 2015).  I accompanied 
my holistic reading with Moustakas’ (1994) prescribed phenomenological reflection; while 
endeavoring to exemplify personal empathy as I sought to experience the participants lived 
experiences vicariously.  In addition, I spent considerable time in meditative reflection 
immediately following each site visit to timely highlight statements which I perceived to be most 
significant in isolating relevant codes and themes (see Appendix O). 
Horizonalization 
I collated participant interview and focus group statements (digitally recorded 
conversations) about how each teacher participant experienced the phenomenon (dynamic 
interplay of research activities) using Dragon’s digital voice recognition and transcription 
software.  In addition, I categorized listed participants’ statements based on equal worth of 
significance which aimed at avoiding repetition and redundancy, in other words, horizonalization 
of data (Moustakas, 1994). 
Horizonalization was another dimension in the process of phenomenological reduction 
which allowed me to expand my horizons to unlimited proportions (Moustakas, 1994).  It 
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assisted in arriving at authentic and distinctive statements which add value to understanding the 
phenomenon (Moustakas, 1994) of school violence.  I transcribed all data using Dragon speech 
recognition transcription software, and rechecked for accuracy by a professional transcriptionist.  
I envisaged that by using speech recognition software potential transcriptions errors would have 
been minimized when compared with potential human errors. 
I also utilized the technique of memoing to good effect to obtain the rich and thick 
descriptions (Moustakas, 1994) of the meaning of the phenomenon school violence, particularly 
in teacher participants’ unique school climates.  I read through the text and made appropriate 
notes in margins, field notebook, and journals.  Keeping efficient documentation facilitated vivid 
descriptions of common experiences of the 16 participants. 
Horizonalization of data then required a developing and rendering of a prescription that 
“every horizon or statement relevant to the topic and question as having equal value” 
(Moustakas, 1994, 118).  Data emanating from the horizonalized statements were: (a) listed in 
meaning or meaning units, (b) categorized by clusters or themes, and (c) developed based on 
participants’ textural descriptions of their lived experiences (Moustakas, 1994).  According to 
Moustakas (1994), the nuance of horizonalization is unlimited and never exhaustive in that “we 
can never exhaust completely our experience of things no matter how many times we reconsider 
them or view them again” (p. 95).  During the data collection and analysis processes, I often 
found myself listening to teacher participants’ audio recordings repeatedly and reviewing their 
transcriptions periodically as I sought to extract the most impactful codes and themes.   
Imaginative Variation 
 Imaginative variation follows the phenomenological reduction stage of the data analysis 
process.  It is aimed at unveiling “possible meanings through utilization of imagination, varying 
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the frames of reference, employing polarities and reversals, and approaching the phenomenon 
from divergent perspectives, different positions, roles, or functions” (Moustakas, 1994, pp. 97-
98).  During this stage of the data analysis process, I repeatedly asked, and reflected on, the 
question: How did the experience of the school violence phenomenon come to what it is?  The 
focal point of the imaginative variation process was the unveiling of “the essences” (Moustakas, 
1994, p. 98) coupled with “focusing on pure possibilities” (Moustakas, 1994, p. 98).  “Through 
imaginative variation, the researcher understands that there is not a single inroad to truth, but that 
countless possibilities emerge that are intimately connected with the essences and meanings of 
an experience” (Moustakas, 1994, p. 99). 
Thematic analysis.  Understanding and interpreting the character of the text through the 
notion of themes can be a rather challenging and complex process.  According to van Manen 
(1990), “Thematic analysis refers to the process of recovering structures of meanings that are 
embodied and dramatized in human experiences represented in a text” (p. 319).  The researcher 
will take the significant statements and then group them into larger units of related information 
and “constructs thematic portrayals of the experience” (Moustakas, 1994, p. 131).  This is a 
continuation of the horizonalization process which serves to build further perspectives of the 
phenomenon experienced by participants (Moustakas, 1994).  I endeavored to execute my 
thematic analysis guided by the integration, incorporation, and application of qualitative data. 
I conceptualized how best to visualize and represent the findings using a combination of 
text and tabular formats samples in the data coding (see Appendix O).  I then attempted to make 
appropriate choices based on the need for comparative analysis, visual impact, and level of 
abstraction and categorical relationships (Moustakas, 1994).  I (a) shared some personal 
descriptive insights, (b) focused on the significant statements of participants, then (c) sought to 
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compare participants’ statements.  In addition, I sought to embrace the nuance of 
horizonalization (Moustakas, 1994).  As advocated by Moustakas, (1994), I then isolated 
significant themes and textural and structural statements with a view of arriving at composite 
participants’ descriptions.  I presented data in tabular and matrix formats which best supported 
categorical and thematic information so that “the cells contain text, not numbers (Creswell, 2013, 
p. 187). 
Phenomenological reflection.  I reflected on the interview and focus group interview 
transcriptions.  Reflection is a critical component of transcendental phenomenology in that it can 
provide the diligent researcher with progressive revelation through deep reflection as opposed to 
“universal self-knowledge” (Moustakas, 1994, p. 45).  The reflective researcher’s progressive 
revelation is not based on knowledge, but instead on willful and intentional submission and 
conformity to the reality and truth as described through the lived experiences of participants 
(Moustakas, 1994).  One of the challenges in phenomenological reflection in this study was not 
only to describe and explicate the school violence phenomenon objectively, but also to engage 
personal reflexivity appropriately.  I attempted to clarify and make various explicit aspects of the 
meaning of the lived experiences (Moustakas, 1994).  Finally, I used phenomenological 
reflection to lay a solid foundation to arriving at the essence of teacher participants’ significant 
statements (Moustakas, 1994). 
Synthesis of Meaning and Essences 
 The final stage of the phenomenological research process involved “the intuitive 
integration of fundamental textural and structural descriptions into a unified statement of the 
essences of the experience of the phenomenon as a whole” (Moustakas, 1994, p. 100).  As I 
sought to conceptualize and synthesize the meanings and the essences of both the textural and 
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structural descriptions in this study, Moustakas (1994) provided a caveat which advised the 
researcher that “the essences of any experience are never totally exhausted” (p. 100).  In 
addition, he explicates that the essences of any experiences relate to “a particular time and place 
from the vantage point of an individual researcher” (Moustakas, 1994, p. 100) and recommends 
“an integration of textures and structures into the meanings and essences of the phenomenon” 
(Moustakas, 1994, p. 119). 
Textural description.  I wrote a detailed description of “what” the participants in the 
study experienced with the phenomenon.  It included “verbatim examples” of the participants’ 
experiences with school violence.  Textural descriptions can either be composite or individual in 
nature, with “individual textural-structural descriptions” (Moustakas, 1994, p. 121) providing the 
building blocks for the composite description illustrating the actual meanings and essence of 
combined lived experiences of the participants.  I sought to integrate the unique lived 
experiences of the participants by providing a composite portrait of the phenomenon as 
perceived through the whole participants’ groups experiences (Moustakas, 1994). 
Structural description.  I then wrote a description of “how” the participants’ 
experienced the phenomenon.  I also reflected on the “in situ” descriptions given through abiding 
concern (Creswell, 2013) and attempted to vividly describe the participants’ lived experiences 
(Moustakas, 1994).  Apart from the textural descriptions given by participants, there is a need for 
the researcher to build structure in his/her analysis, while synthesizing documented information 
(Moustakas, 1994).  I achieved this analysis by providing complete and detailed transcriptions of 
the lived experiences of each participant.  What I sought in this process were: (a) clusters, (b) 
themes that were relevant to the essence of the lived experiences “horizonalization” (Moustakas, 
1994, p. 120), as well as (c) “the invariant constituents of the experiences” (Moustakas, 1994, p. 
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121).  Consistent, unchanging themes buttress the sound organization and analysis of 
phenomenological data (Moustakas, 1994).  The final step of the data analysis process involved 
“textural-structural synthesis” (Moustakas, 1994, p. 144), specifically, it required “an integration 
of the composite textural and composite structural descriptions, providing a synthesis of the 
meanings and essences of the experience” (Moustakas, 1994, p. 144). 
Essence.  I integrated participants’ significant statements and themes, what Moustakas 
(1994) referred to as the textual description, and then contextual descriptions (imaginative 
variation or structural description).  I also incorporated my personal perspective of the 
participants’ lived experiences including the contexts and situations that influenced their 
experiences and wrote a composite description giving the “essence” (Creswell, 2013, p. 80) of 
the phenomenon.  According to Moustakas, “The uncovering of the essences, the focusing on 
pure possibilities, is central in the Imaginative Variation process” (p. 98).  “Its aim is to grasp the 
structural essences of experience” (Moustakas, 1994, p. 35). 
Trustworthiness 
According to Creswell and Miller (2000), “Qualitative inquirers bring to their studies a 
different lens toward validity than that brought to traditional, quantitative studies” (p. 125).  In 
qualitative research, investigators usually employ multiple procedures to improve the credibility 
of the study.  In this study three principal lenses were engaged to assure validity: (a) a process of 
continuous qualitative data analysis “to see if the constructs, categories, explanations and 
interpretations make sense” (Patton, 1980, p. 339); (b) to elicit participants’ descriptive 
perceptions of the school violence phenomenon (Moustakas, 1994); and (c) to gain some level of 
credibility of nuances linked to the accounts of the phenomenon from individuals who are 
external to the study (Creswell & Miller, 2000).  
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Its trustworthiness measures the rigor of qualitative research.  Lincoln and Guba (1985) 
developed a conceptual model that has gained wide acceptance by many qualitative researchers.  
Four aspects of trustworthiness serve as the basis of the model, which encapsulates both 
quantitative and qualitative research namely: (a) credibility, (b) transferability, (c) dependability, 
and (d) confirmability. 
I adopted these strategic best practices to improve the rigor of this phenomenological 
research study.  In addition, Krefting (1991) noted, “These strategies are important to researchers 
in designing ways of increasing the rigor of their qualitative studies and for readers to use as a 
means of assessing the value of the findings of qualitative researcher” (p. 215).  So, I invite my 
readers to assess whether I have followed Guba’s (1981) model as a means of increasing not only 
the value of my findings through their credibility, transferability, dependability, and 
confirmability, but also to assess the level of rigor applied in this transcendental 
phenomenological research study that sought to understand the school violence phenomenon 
conceptually.  
As the principal investigator in this transcendental phenomenological study, I attempted 
to methodically describe teachers’ perceptions of school violence in secondary schools in 
Barbados, West Indies.  As the human instrument in this transcendental phenomenological study, 
I collected data on the shared experiences of teachers regarding the phenomenon of school 
violence.  Lincoln and Guba (1985) used naturalistic terms like credibility, transferability, 
dependability, and confirmability to execute and explicate research validation strategies such as 
(a) prolonged field engagement and (b) the triangulation of data sources and methods with a 
view of further adding credibility to human instruments.  Triangulation is a fundamental 
component of qualitative research because researchers utilize multiple sources of data, methods, 
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and investigators, and interweave them with theoretical frameworks (Lincoln & Guba, 1985; 
Patton, 1990).  I accomplished this using documentation, individual interviews, and focus 
groups.  I purposefully used multiple data sources to optimize the study’s trustworthiness.  I used 
documentation, individual interviews, and group interviews to triangulate and validate the data 
collection process by corroborating “evidence from different sources to shed light on a theme or 
perspective” (Creswell, 2013, p. 251).  I used a table of interview sequence (see Appendix J) to 
chronologically highlight: (a) each data collection day and date, (b) each data collection research 
site, and (c) the length of time of each individual interview and focus group.  I triangulated all 
data collected during the data collection process to ensure its trustworthiness. 
Credibility 
 Confidence in the “truth” of the findings corroborates the credibility of qualitative 
research.  In other words, truth value instinctively seeks to determine whether the researcher has 
established confidence in the truth of his or her findings for the participants, specifically within 
the context of which the study was conducted (Lincoln & Guba, 1985).  In this research study, 
the critical component to truth value was contingent on the ability to obtain authenticity about 
the school violence phenomenon by unveiling participants’ perceptions of their lived experiences 
(Krefting, 1991).  Krefting (1991) concluded that “truth value is perhaps the most important 
criterion for the assessment of qualitative research” (p. 216).  I used the following techniques to 
establish the credibility of my research: 
Prolonged engagement and persistent observation.  I intentionally built solid rapport 
and trust among participants and learned their culture through my interpersonal communication 
training and skills (Stewart, 2012).  I achieved this goal by spending in situ (extensive) time in 
the field (Creswell, 2013) and through the application of all senses in observation.  In addition, I 
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engaged participants in casual conversations on topics of interest to them by using my 
therapeutic and coaching skills derived from my professional training and superior human 
relations skills. 
Triangulation.  I made use of multiple and different data sources, methods, and 
phenomenological constructs to provide evidence-based qualitative research descriptions (Patton, 
1990).  In addition, interviews, focus groups, and documentation supported the use of primary 
source documents (Moustakas, 1994).  I employed triangulation in each of the four steps of 
Guba’s (1981) model.  According to Creswell (2013), “When qualitative researchers locate 
evidence to document a code or theme in different sources of data, they are triangulating 
information and providing validity to their findings” (p. 251). 
Member checking.  I solicited the views of participants on the credibility of my findings 
(Creswell, 2013).  I also sought participants’ input of their personal interpretations and 
conclusions through focus group follow-up interviews.  “Despite the usefulness of member 
checking in enhancing credibility, one must consider the ethical aspect of the strategy.  The 
researcher must be selective about which informants are involved in member checking’ 
(Krefting, 1991, p. 219).  Two key considerations are: (a) the level of consciousness of 
participants about the information that the researcher has discovered; and (b) potential biases that 
participants may exhibit made of preconceived values, knowledge, or insights (Krefting, 1991). 
Dependability and Confirmability 
The third criterion that demonstrates the trustworthiness of a research study focuses on 
the consistency of the research findings.  There should be a showing that the findings are 
consistent and repeatable if replicating the inquiry with similar participants in similar contexts 
(Krefting, 1991).  The nuance of participant variability based on the uniqueness of lived 
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experience with the phenomenon is to be expected.  In addition, Guba’s (1981) explication of 
dependability “implicates trackable variability, that is, variability that can be ascribed to identical 
sources” (Krefting, 1991, p. 216).  I sought to assure dependability by: 
Peer review and peer-debriefing.  A peer review or debriefing is a formal assessment of 
the research protocol and data collection processes by someone who has some expertise or 
familiarity with the research or investigated phenomenon but who is external to the study 
(Creswell, 2013).  I solicited feedback from three external experts who had experience and 
knowledge of the school violence phenomenon.  These three experts reviewed my data 
assumptions, methods, and interpretations, as well as asked difficult questions that ultimately 
served to heighten the quality and rigor of the research study (Lincoln & Guba, 1985).  I also 
envisioned their peer debriefing role to be collaborative by providing valuable feedback, while 
acting as sounding boards that had the potential to generate new ideas throughout the research 
process. 
Clarifying researcher bias.  In reporting my findings, I was mindful to articulate my 
core beliefs, values, past experiences, biases, and orientations that were likely to impact my 
approach to the study.  I also endeavored to be guarded in my “epoche” (Moustakas, 1994, p. 33) 
or “bracketing” (Creswell, 2013, p. 83) protocol so that my worldviews and cultural perspectives 
did not give readers a biased perspective of the participants’ lived experiences. 
Code-recoding.  I utilized a practice as recommended by Saldana (2013) referred to as 
first cycle (In Vivo and Emotion coding) and second cycle (Pattern and Focused coding) coding 
in the analysis phase of my study.  I also placed significant emphasis on analyzing themes.  In 
the first cycle (In Vivo and Emotion coding) coding process, I analyzed words and paragraph 
text that had been digitally recorded (see Appendix O).  I took a five-day break for prayer, 
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meditation, and reflection prior to engaging in the second cycle (Pattern and Focused coding) 
coding phase, with purposeful intent to isolate coding patterns.  According to Saldana, “the act of 
coding requires that you wear your researcher’s analytic lens” (p. 7).  I perceived that the coding 
and recoding processes to be an intricate part of the data analysis process since it provided the 
critical foundation needed to isolate themes.  I utilized ATLAS.ti software to the assist in the 
coding, thematic analysis, and interpretation of complex data material.  I provided the results of 
my thematic analysis with the data coding (see Appendix O). 
 I achieved confirmability by placing considerable focus on bracketing (Moustakas, 1994) 
while seeking to provide composite descriptions of participants’ perceptions of the school 
violence phenomenon.  Guba (1981) emphasized that neutrality was not to be perceived solely as 
researcher objectivity, but rather confirmability of data in the purist sense.  Confirmability 
ensures that an external auditor should arrive at a comparable conclusion to those I have found.  
Not only the process of my research should be examined, but also my data findings, 
interpretations, and recommendations.  Confirmability should be guided by the degree of 
neutrality or the extent to which the respondents shape the findings of a study and not researcher 
bias, motivation, or interest (Guba, 1981).   
In consistency with the guidelines established by Lincoln and Guba (1985), (a) the raw 
data were accumulated using audio recordings, (b) I reconstructed the data by using first cycle 
(In Vivo and Emotion coding) and second cycle (Pattern and Focused coding) coding (Saldana, 
2013) to create thematic categories to interpret my raw data, and (c) I engaged in reflexive 
analysis to ensure that I remained consistently aware of any personal influence on the data 
(Krefting, 1991). 
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High quality audio.  The quality of the research study was contingent on the reliability 
of my audio equipment (Moustakas, 1994).  I employed a digital audio tape recorder and Dragon 
software application which has the digital voice recognition and transcription capabilities.  I did 
not utilize video recordings in the focus group sessions to observe specific group dynamics and 
key emotional responses of participants (Stewart, 2012).  The use of high-quality audio 
equipment was important to ensure I accurately recorded data.  Attaining accurate descriptions 
and transcriptions of teacher participants’ perceptions of the school violence facilitated 
conformability (Guba, 1981). 
Transferability  
 Conducting phenomenological studies in natural settings without the influence of 
controlling variable (Krefting, 1991) is desired, so applicability relates to the ability to duplicate 
the research in another context.  In other words, duplicating the research in other schools and 
cultures heightens the trustworthiness.  In fact, according to Lincoln and Guba (1985), the 
implementation of transferability is more dependent on the individual wanting to transfer the 
findings to another context than on the primary investigator.  Krefting (1991) describes described 
this as “the degree of similarity or goodness of fit between the two contexts” (p. 216).  As the 
primary investigator, this research study met the criterion of applicability by employing the 
following: 
Rich thick description.  I placed great emphasis on descriptive details with a view of 
achieving transferability (Creswell, 2013).  I attempted to provide rich physical, movement, and 
activity descriptions, as well as interconnectivity through quality writing and intermittent 
verbatim quotes.  Rich, thick descriptions will take the reader beyond the ink on the pages 
(Moustakas, 1994).  It can cause the reader to enter the world and lived experiences of the 
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participants in a way that is personable and authentic.  Participants’ lived experiences 
(Moustakas, 1994) become transferable to readers, resulting in a vicarious experience the 
phenomenon. 
Methodical transcription.  I focused on ensuring that I collected and transcribed data in 
a timely fashion.  I used my spouse to function as an external auditor (Creswell, 2013) with 
respect to transcription reviews.  I transcribed all data using Dragon speech recognition 
transcription software and rechecked for accuracy by a professional transcriptionist.  I 
anticipated that by utilizing an external auditor, a professional transcriptionist, and speech 
recognition software, the potential transcriptions errors were kept to a minimum. 
Ethical Considerations 
 I ensured that I stored all digital audio recordings, flash drives, and my reflective journals 
(see Appendix M) at my residence in my personal safe which was not accessible to anyone other 
than myself.  These items remained in storage at all times when not in use for the duration of the 
research study.  IRB requires keeping them for a period of three years following the completion 
of my dissertation at which time I will shred all paper documents and fire will destroy all digital 
data.  All information stored on my computer will remain password protected with passwords 
kept in my personal safe which only I can access with knowledge of its combination code.  I will 
observe the confidentiality and personal privacy of all research sites and participant names with 
the use of pseudonyms. 
When anonymising qualitative material - such as transcribed interviews, textual or audio-
visual data - pseudonyms or vaguer descriptors should be used to deal with any 
problematic identifying information.  Obtaining informed consent for data sharing or 
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regulating access to data should also be considered alongside any anonymisation.  
(University of Essex, n.d., para. 1.) 
The confidentiality protocol, as prescribed by U.K. data archive, has been adhered to in 
this research study.  Due to the delicate nature of this study, I sought to remain culturally 
sensitive.  I intentionally respected and maintained a cultural competency when confronted with 
participants whose gender, ethnicity, religion, race, color, socio-economic background, or 
worldview differed from mine. 
Summary 
Chapter Three outlined the research design of this study.  Specifically, it restated the 
central question as well and the three interrelated sub-questions which I sought to answer in this 
study.  It painted a picture of the research settings and research sites by providing some 
contextual information, particularly in relation to geography, cultural nuances, and socio-
economic development.  I gave the number of participants interviewed and targeted to participate 
in focus groups, in addition to the broad mechanics of these processes.  I further sought to 
position myself from the human instrument perspective (Guba & Lincoln, 1994) and to provide a 
detailed discussion of the data collection and data analyses procedures.  The chapter concludes 
with discussions as to how I ensured the trustworthiness of my research, as well as how I sought 
to adhere to approved ethical researcher guidelines and protocol. 
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CHAPTER FOUR: FINDINGS 
Overview 
This chapter provides the results associated with the data analysis.  The purpose of this 
transcendental phenomenological study is to describe and give meaning to teachers regarding 
their experiences with secondary school violence in Barbados, West Indies.  According to 
Moustakas (1994), “Phenomenology is the first method of knowledge because it begins with 
‘things themselves’; it is also the final court of appeal” (p. 41).  There are some “common 
bonds” (Moustakas, 1994, p. 21) which make the transcendental phenomenological model 
different.  Moustakas affirmed this view, “Major differences exist, however, in the launching of a 
qualitative study from a transcendental phenomenological perspective and in the methods of 
obtaining data and methods of data analysis” (p. 22).   
One of the key highlights of this research, in the context of qualitative inquiry, was to 
study, investigate and describe “how systems function and the consequences of system 
dynamics” (Patton, 2015, p. 8).  I focused a key element of attaining an understanding of these 
systems on my endeavoring to obtain descriptive perceptions of school violence, school climates 
and school safety as seen through the eyes of participants.  I also provided profiles of the teacher 
participants who were involved in the data collection process.  In addition, I presented the results 
obtained from the data analyses of a range of primary source documents, individual interviews, 
and focus groups.  The analyses incorporated first cycle coding (In Vivo coding, Emotion 
coding) and second cycle coding (Pattern and Focused coding).  These analyses can be found in 
Appendix O.  Lastly, I used the results from the coding process to identify key themes from 
participants’ phrases and sentences to collectively answer the three research questions posed in 
this study.  
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Participants 
In this study, 16 first through fifth (U.S. sixth through 12th grade) school teachers from 
four government-owned secondary schools were sampled.  I conducted semi-structured 
interviews with all 16 teacher participants in environments that were comfortable and familiar to 
them (Patton, 2015).  I also conducted face-to-to face interviews with teacher participants using a 
combination of closed and semi-structured open-ended questions.  I intentionally used purposeful 
sampling to gain a better understanding of the school violence phenomenon (Patton, 2015).  The 
interview process culminated with four focus group interviews conducted at each of the four 
independent sites that were purposefully selected.   
Participant profiles were provided to give a rich descriptive, but concise, portrait of 
participants’ diversity in terms of gender, teaching experience, substantive student year (U.S. 
grade level) responsibilities, and assigned teaching portfolios at their respective secondary 
schools.  I assigned each of the 19 teacher participants pseudonyms.  There were 13 female and 
six male participants with teaching experience ranging from as little as 11 years to as much as 34 
years.  Pseudonyms were used for all study participants to ensure confidentiality.  I presented all 
quotes from participants verbatim, which includes verbal ticks and grammatical errors in speech 
and writing to depict participants' voices more accurately. 
Claire 
Claire has taught at Liberal Secondary school level for 17 years and has also taught 
primary school level students.  She was a senior secondary school teacher with responsibility for 
all fourth-year (U.S Grade 9) students at her school.  At the time of this study, she taught Social 
Studies and Religious Education.  
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Sherry 
Sherry was the guidance counselor at her school.  She was very knowledgeable on many 
of the social issues confronting the students at her school and was extremely articulate in her 
responses during both her individual interview and focus group interactions.  She held that 
position for the past 16 years in addition to providing teaching support.  Her substantive post is 
that of a guidance counselor, but she also taught Health and Family Life Education.   
Anne 
Anne has had considerable teaching experience and has taught at her secondary school 
for 34 years.  She was a senior teacher and head of all first-year (U.S. Grade 6) students.  Her 
teaching responsibility at the time of this study was to teach the English language.   
Karen 
Karen was a former student of her assigned secondary school.  She has taught at her 
school for the past 12 years.  She had senior teacher responsibilities, and at the time of the study, 
she was assigned to teach the English language, Reading, and Social Studies.   
Mario 
Mario had extensive teaching experience at the secondary school level.  He had taught at 
this level for 34 years and at the time of the study, was head of his school’s mathematics 
department.  He was assigned to teach Mathematics and Information Technology.   
Travis 
Travis was the first participant to volunteer from his secondary school.  He exhibited 
considerable passion during our interaction both in the individual interviews and in the focus 
groups.   He taught at the secondary school level for 29 years, and at the time of the study he was 
teaching Social Studies, and also served as the head of the Department of General Studies.   
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Heather 
Heather served on the teaching staff at Vision Secondary for 21 years.  She was a senior 
teacher and served on her school’s disciplinary management team.  She was the third-year (U.S. 
Grade 8) head teacher and taught physical education.   
Wilma 
Wilma, an experienced secondary school teacher, taught at the secondary school level for 
30 years.  She was a senior teacher and served on her school’s disciplinary management team.  
She was the head teacher for fourth-year (U.S. Grade 9) students and is currently assigned to 
teach the English language.   
Joy 
Joy was the most experienced teacher participant from Vision Secondary.  She was a 
secondary school teacher for 34 years, was a senior teacher, and served on her school’s 
disciplinary management team.  She was the head teacher for second-year (U.S. Grade 7) 
students, and at the time of the study, she was assigned to teach the English language.   
Alex 
Alex came from a military background and held the rank of Captain.  He taught at the 
secondary school level for 29 years and was a senior teacher.  He served on his school’s 
disciplinary management team and was the head teacher for fifth-year (U.S. Grade 10) students.  
At the time of the study, his teaching responsibilities included Mathematics, Technology 
Education, and Mechanical Engineering.  
Monica 
 Monica was a young teacher but had accumulated 19 years of teaching experience since 
starting her career at Progressive Secondary school at a relatively young age.  She was recently 
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promoted to senior teacher and was the head for fourth-year (U.S. Grade 9) students.  At the time 
of the study, she was assigned to teach History, Social Studies, Religious Education, and Health 
and Family Life Education.   
Glenda 
Glenda has taught foreign languages at the secondary school level for 21 years.  At the 
time of the study, she taught foreign languages at her secondary school for the past eight years.  
She was a form teacher and was assigned to teach Spanish.   
Sharon 
Sharon, a former national volleyball representative, taught at her secondary school for the 
past 11 years.  She was a form teacher and her school’s volleyball coach, and at the time of this 
study, her teaching responsibilities were to teach the English language and English literature.   
Luke 
Luke, an accomplished musician, taught at the secondary level for 27 years.  He had been 
the head of the English Department at his school for the past seven years, and at the time of this 
study, he was assigned to teach the English language and English literature.   
Jimmy 
Jimmy was a young, ambitious teacher with technical skills.  He taught as a secondary 
teacher for 16 years and was a form teacher.  At the time of this study, he taught Electronics, 
Electrical Installation, and Technology Education. 
Celia 
 Celia was a former student at her assigned secondary school and has represented 
Barbados at regional and international athletic events.  She received her teacher training in the 
U.S. and has taught at Mutual Secondary for 27 years.  She was the year head for fourth-year 
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(U.S. Grade 9) students and was assigned to teach Principles of Business, Computer Awareness, 
and Economics.   
Penny 
Penny was also a former student and one of the most experienced teaching staff at her 
secondary school.  She has taught for the past 33 years.  In addition to her teaching 
responsibilities, she functioned as one of the two guidance counselors assigned to her school.  At 
the time of this study, her responsibility was to teach Health and Family Education.   
Seth 
Seth was another former student who displayed tremendous passion and zeal about his 
school during the focus group session.  He was also one of the most experienced teachers at his 
school having taught there for the past 33 years.  He was assigned to teach Industrial Arts, 
Technical Drawing, Metalwork, and Woodwork.   
Amanda 
Amanda was a middle-aged teacher who started her teaching career later in life.  She 
taught secondary school for 19 years, and at the time of this study, she was assigned to teach the 
English language and English literature. 
Results 
Theme One: Perception Challenges in Describing School Climate 
General mood document analysis sub-theme development.  There were several 
documents reviewed which focused on student conduct, discipline, deportment, and behavior 
modification.  The student conduct card assessed students’ punctuality, deportment, classroom 
preparedness, and conduct.  The design of the student conduct card was that of a multilayered 
tool to assess and modify student behavior.  It rated each student on a scale from one to five; 
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with one being equivalent to poor and five identified as excellent.  Teacher participants felt that 
the five nuances assessed on the student conduct form had the potential to not only change the 
behavior of students but also to enhance the general mood of the school.  However, none of the 
documents examined made specific reference to the sub-theme “general mood.” 
General mood individual interviews sub-theme development.  The significant words, 
phrases, and sentences that emerged from the individual interview questions, which led to the 
themed data’s development of general mood as a theme, can be found in section (a) of the data 
coding (see Appendix O).  There were numerous comments made by teacher participants during 
their individual interviews that supported the development of the general mood theme.  Glenda 
noted, “I can’t say that in recent times I have seen a lot of fights, but then you get one happen 
today and then for the rest of the week there is just an unsettled mood in the school” (Glenda, 
individual interview, November 16, 2016).   
Individual interview teacher participant, Monica, described the climate of her school as 
follows: 
Uummm . . sometimes the climate could be a restless.  Aamm . . .I say this knowing that 
I’ve been to other schools during the school day and there was this particular school I 
visited and I asked the secretary of the school if she was sure school was in session.  So, 
it could be quite noisy.  However, I’ve noticed for example when its examination period 
you can talk on one end of the school and you can be heard on the other end of the school 
which tells me that these students know how they ought to behave.  But for the most part 
it is too restless and loud and boisterous.  I think too often even in classes students are not 
as settled as they should be and unfortunately you would find that . . .people say strict but 
I think as teachers you have to go beyond being strict you have to almost go to be like a 
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dictator, very, very firm in classes to get that calm and quiet that you need to teach and to 
have learning taking place in the class.  (Monica, individual interview, November 16, 
2016)   
Joy described the climate at her school similarly.  She asserted: 
I find that, to me, the school is a bit too noisy and I don’t know what we can do to change 
that.  I feel comfortable coming here to work, but there are some days when I am not 
happy working.  The children bring some behaviors that could be better.  The tone of the 
school should be improved.  (Joy, individual interview, November 16, 2016) 
Mario described the climate at his school as follows: 
 Right now, it’s a bit unsettled, there is too much movement, there is too much 
quarrelling among students.  If you were to come here around two o’clock, you will find 
students moving around and that should not be, because it is not like the American 
system where the students go to the teachers, the teachers come to the students, but 
within those five minutes that a teacher is going to a class, you would find the students 
moving around – some students would get back to class quickly, but other students would 
spend fifteen minutes outside.  (Mario, individual interview, November 14, 2016) 
In another individual interview, Heather had this comment to make regarding the current 
climate at her secondary school.  She noted: 
Right now, I could describe it as unsettled, but that is a changing phase.  We have to deal 
with issues of which we are not really in control and cannot control . . . for instance, it 
might not seem relevant to the aggression but the late comers to school . . . When they 
come to school late we cannot do what we want, but coming to school late means that 
they are on the road doing something – could be alcohol, could be drugs, could be just 
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hanging out with the block people and they would come to school with a frame of mind 
that is not settled and too aggressive and as soon as you have to say something, they are 
on edge.  (Heather, individual interview, November 16, 2016)  
Penny expressed a different view concerning the perception that she had of her school.  
Penny asserted: 
We can have periods where it is very peaceful and settled, then at certain times you can 
have disturbance – whether it is with the children, or the staff and so on.  It can vary, but 
if it is in terms of violence - you will have the normal conflicts and squabbles with 
children, where they can be loud and so on, but nonviolent towards each other and if they 
have to come to me and I talk with them, they recognize that this is not the right behavior, 
but impulsively they respond and then too because they might be in the presence of their 
peers, they don’t want to seem little.  (Penny, individual interview, December 05, 2016) 
General mood focus groups sub-theme development.  Teacher participants used the 
word ‘mood’ to describe their perception of school climate.  In the focus group session held at 
Liberal Secondary, Mario, in describing school climate noted, “I would say the general mood of 
the school, how people are interacting with each other.  The general mood of the school” (Mario, 
focus group, November 21, 2016).  Sherry endorsed Mario’s sentiments specifically when she 
stated: 
I agree it is the general mood of the school, but I think it is also how you feel when you 
are here, because I have found that you may leave home feeling a particular way, but as 
soon as you come up and you can see the school, the feelings that surround it is very 
different.  It is both the emotional and phycological mood when one comes here.  (Sherry, 
focus group, November 21, 2016) 
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In another focus group conducted at Mutual Secondary, Amanda advanced an almost 
identical description to Mario from Liberal Secondary.  She said, “To me, it is the mood or 
atmosphere that prevails in the school” (Amanda, focus group, December 06, 2016).  Some 
participants also associated noise levels within their school environment as a barometer of school 
climate.  Travis gave the following description: 
It is anything that would hinder or stop you from doing the job that you have come here 
to do i.e., I am here to carry on a lesson, but the noise from the outside is hindering me, 
so therefore that more or less that noise in general around the school constitutes the 
climate and is actually stopping me.  You would want a climate that would at least help 
you to carry on your lesson also.  (Travis, focus group, November 21, 2016) 
Celia, of Mutual Secondary, in articulating her view of school climate concluded “My 
idea of school climate is the relationships that operate within the school at one time” (Celia, 
focus group, December 06, 2016).  Amanda added, “I think under it too could be the ‘norms’ that 
exist” (Amanda, focus group, December 6, 2016).  Heather noted, “The atmosphere . . .how 
people interact with each other – teachers as well as students” (Heather, focus group, December 
08, 2016).  Alex said, “I would say the general ethos of the school . . . how we relate to each 
other, how we handle situations” (Alex, focus group, December 08, 2016).  Joy endorsed the 
nuance alluding to the general mood of the school.  Joy added: “And I would add to that . . . the 
thing, and I would add to that, the thing that would define the school.  If there is something about 
the school that is almost like the culture of the school” (Joy, focus group, December 08, 2016).  
Joy concluded, “The culture contributes to the climate of the school” (Joy, focus group, 
December 08, 2016).  Jimmy’s perspective of school climate reflected ecological nature.  Jimmy 
noted:   
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Yea . . . school climate really encompasses am . . . the feel at the school, or culture, the 
behaviors, the value system, how students and teachers view the institution, how they 
operate in those views, the approach to teaching or working, and students’ approach to 
wanting to be here or not wanting to be here.  So, I think it is like the ethos or the thread 
as to . . . am . . . what the feelings towards . . . am . . . the type of environment created . . . 
am . . . within the school setting.  I think that’s school climate to me.  (Jimmy, focus 
group, December 07, 2016) 
Glenda, in describing her perception on the frequency with which aggression and violent 
activity takes place at her school noted,  
I can’t say that in recent times I have seen a lot of fights, but then you get one happen 
today and then for the rest of the week . . . there is just an unsettled mood in the school.  
(Glenda, focus group, December 07, 2016)   
Environmental perception document analysis sub-theme development.  The 
perceptions held by both the internal and external communities of secondary schools varied 
considerably based manifold variables.  Documents reviewed confirmed that efforts were being 
made to change the internal and external perceptions held by many of the schools investigated.  
The uniform deportment form sought to set higher image standards of deportment.  Teacher 
participants envisioned that student dress provided a key representation and reflection of their 
school’s image.  The uniform deportment form continues to exist as a primary tool aimed at 
enhancing societal perceptions of various secondary schools and is supported by a national 
student uniform dress code.  None of the school investigated had any documents conceptualized 
specifically with goals or objectives aimed at enhancing community or societal perception 
through strategic public relations programs. 
 160 
Environmental perception individual interviews sub-theme development.  The 
significant words, phrases, and sentences that emerged from the individual interview questions, 
which led to the themed data’s development of personal environmental perception as a theme, 
can be found in section (a) of the data coding (see Appendix O).  In his individual interview, 
Luke alluded to the nuance of environmental perception primarily from a gender perspective.  He 
explicated his view as follows: 
And yuh know yuh would, I grow up in the days, yuh know yuh shun hit a girl, but these 
boys and, and ‘well sir, da doan work now’.  How could it not work, but I reallize that 
boys have a totally different perception of girls, which has been helped along.  Girls are 
accomplices in this because they are not behaving like ladies.  (Luke, individual 
interview, November 16, 2016)   
Teacher participant, Travis, in describing how collective incidents of violence he 
witnessed or was directly involved in over the years, helped shaped his perception of both 
students and the school environment.  Travis exclaimed, “my perception is that something is 
seriously wrong with these youngsters, I think that they have lost quite a lot of their humanity” 
(Travis, individual interview, November 15, 2016).  He added:  
Largely work on self-esteem; gradually move towards changing the students’ perception 
of the school (with the hope of eventually impacting the school’s culture).  Many students 
who come here, feel that they are being rejected by society because Liberal Secondary is 
a place for rejects.  One of the things I think we can do is to look at the strengths of the 
school, look at its historical accomplishments and build on those, build a heritage, give 
the students a heritage on which to hold on.  (Travis, individual interview, November 15, 
2016)   
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Glenda’s comments served to further illustrate the ecological nature of the environmental 
perception theme.  Glenda asserted, 
A lot of our children are growing up in an environment where there is no structure, but 
when you provide structure – even though they may rebel and try to test the limits and the 
boundaries that you set, when you put a structure in place, the children understand.  
(Glenda, individual interview, November 16, 2016)   
Glenda added:  
One of the things that stands out in my mind is that, without labelling our children, our 
children come from some of the challenging neighborhoods of Barbados, I am sure you 
would know some of them, and because of that, the environments that they come from 
are prone to aggression and in some cases for them, it may seem like the natural response.  
(Glenda, individual interview, November 16, 2016) 
Jimmy in describing how his lived experiences with school violence impacted his 
environmental perception, stated: 
Am, well I don’t know if it specifically prepared me to deal with other situations, I just 
know at the back of my mind I am aware of what could happen and what has happened, 
so it made me more aware of my environment and the environment in which I work am, 
but I still proceeded to impress on students the need for respect, the need for certain 
things they cannot do in my classroom and so.  (Jimmy, individual interview, November 
16, 2016) 
Travis in describing the frequency of aggression at his secondary school, asserted: 
I think it is way more frequent than any person who does not work in this field could 
imagine.  I think one would have to be in this environment to see – it’s every day and 
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there are particular classes where as long as you go to that class, you will have hostile and 
violent encounters.  (Travis, individual interview, November 15, 2016) 
Teacher participant, Sherry, in her individual interview extended her personal 
environmental perception to students’ home and community environments.  She explained: 
The reality also is that a lot of our students come from environments where they don’t 
sleep at night, they don’t eat, they don’t have any peace, so they can’t come to school 
really and sit down and listen to what anybody has to say to them, so . . . even in terms of 
the way that students are selected to be sent to this school and where they come from 
because most of our students come from the city and the environs of the city and a lot of 
depressed areas, that needs to be looked at.  (Sherry, individual interview, November 14, 
2016) 
Environmental perception focus groups sub-theme development.  Some teacher 
participants also associated school climate with environmental perception.  Claire, from Liberal 
Secondary, offered a description of school climate that correlated school perception and school 
environment.  She noted: 
It is also how people view the school, their perception coming out there, whether it be 
positive or negative and then persons within the school almost accepting the perception 
of other persons and bringing it here.  And, when they bring it here, they help to create, 
whether it be a negative or positive school climate.  So, sometimes you can be in a semi-
happy environment, but because of all the negativity that other persons are saying about 
that environment, you internalize it and you then believe that it is not a happy 
environment or semi-happy environment and you bring that to bear on it, so the 
perception of those outside (their views and their opinions) also have a bearing in the end 
 163 
of the actual school climate that exist at the school.  (Claire, focus group, November 21, 
2016) 
Seth, from Mutual Secondary, offered a description that overlapped both mood and 
environmental perception.  He noted,  
Sometimes people might say ‘the school climate has changed’.  It could be calm one time 
and it would be hostile another time, so it is how you feel when you reach the institution 
– if you are relaxed or if you are tensed; it could go from one extreme to the next.  (Seth, 
focus group, December 06, 2016) 
Penny in her description of school climate said: 
It also has to do with perception because my definition of the ‘school climate’ whether I 
consider it to be calm or turbulent or whatever might be based on what I am 
experiencing.  So, perception maybe, somebody would come in here and perceive it to be 
very calm, especially if they just come through here, but then we, who are in the school, 
would have a different understanding of what the school climate would be.  So, to me it 
consists of a number of different factors.  (Penny, focus group, December 06, 2016) 
Alex’s perception of school climate related to staff cohesivity and to a family-like 
environment was largely transcendent.  Alex said: 
They have separate staff rooms and staff points, but we are actually one cohesive staff.  I 
came here and found a family environment and it has just been that way all the time, no 
matter who comes, they are taken in like another sister or brother and they are guided.  I 
was guided when I came in and I do the same thing to guide others as well and that has 
continued over the years.  (Alex, focus group, December 08, 2016) 
Alex further added: 
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I would say first, education, we speak to children about what we expect, so we have the 
H.F.L.E. program is in place, also the teachers, we speak to year groups to let them know 
what is expected basically the school rules are and so on, and then we have the form 
teacher involved as well, so they also get involved, so is everybody basically involved in 
educating the students as to the behavior that we expect from them.  Is it working?  To a 
great extent, yes.  There are still some students who would do as they please, or they 
would create the environment that would want . . . this would happen if you don’t do 
what we want.  So, yes it works for those who really want to follow the school’s rules and 
so on, for those who are bent on breaking the school’s rules, using their own means to 
gain what they want, no, it doesn’t work for them.  (Alex, focus group, December 08, 
2016) 
Luke subliminally alluded to the nuance of environmental perception in his description of 
school climate.  Luke asserted: 
The environment that is spawned by culture which would, not only the physical 
environment, but I think it has to do with the phycological environment, what people 
think the values, their feelings of the school . . . am . . . what they think they can achieve, 
the limitations that are upon them and lack of . . . I would think . . . how you view your 
school, the values, whether you like it or not . . . I am not preempting your question, but 
that climate has a lot to do with how you act towards one another and the teachers . . . 
when you ask children ‘who wants to be here?’ there is hardly any child who puts up 
their hand.  Hardly any child wants to be here.  (Luke, focus group, December 07, 2016) 
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Joy added, “As they say, that you come here and feel very comfortable in the 
environment that he or she is in . . . no threats, internal or external” (Joy, focus group, December 
08, 2016).   
Monica made another invariant comment in her description of the school environment:  
I think that the major thing was knowing the environment that some of these children is 
not where I came from.  I always tell people that coming to this school uncovered my 
blinders and getting to know some of these students; where they live, what they do on 
evenings, where they spend their time helps you to understand who they are, why they do 
what they do, how they respond.  (Monica, focus group, December 07, 2016) 
The primary documents reviewed, in conjunction with individual interview and focus 
group statements made by diverse teacher participants collectively served to not only help 
develop the student discipline, general mood, and personal environmental perception themes; but 
also served to illustrate how first through fifth year (U.S. sixth through 12th grade) teachers in 
the four different government-owned schools investigated, best described their experiences with 
school violence, school climate, and school safety.   
Theme Two: Perception Challenges in Describing School Safety 
 The student behavior report form listed its primary goal as to “improve behavior and 
overall performance at the school.”  The form sought to achieve student behavior modification 
by assessing: students’ punctuality, students’ ability to remain in class, and students’ ability to 
stay on task, as well as their ability to refrain from violent behavior and speech and their ability 
to show respect for both teachers and fellow students.  The behavior report form allowed 
teachers to rate students’ performance on the above-stated nuances as follows: 1- excellent, 2 - 
good, 3 - fair, and 4 – unsatisfactory.  Based on my document analysis, the student conduct card 
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and the student behavior report form provided the best ecological framework aimed at improving 
the general mood of the secondary schools investigated. 
Student discipline document analysis sub-theme development.  To initiate the theme 
development and analysis processes, the Barbados secondary schools Student Code of Discipline 
(2004) was the first primary source document I analyzed in this research study.  The Ministry of 
Education, Science, Technology, and Innovation attempted to be proactive in its approach to 
reduce the level of school violence in Barbadian government-owned secondary school through 
the conceptualization and introduction of the Student Code of Discipline.  One of the themes that 
emerged during the document analysis process was the conceptualization of an evolving dynamic 
and ecological construct buttressed on home, family, religion, and community values.   
The Student Code of Discipline conceptualized from the Ministry’s awareness of an 
“evolving nature [sic] of home and family life, religion and the community” (p. 1) which differs 
somewhat from previous generations.  A second ecological theme emerged from the Student 
Code of Discipline which articulated its primary purpose “to provide a structured approach to the 
administration of discipline in our schools” (p. 1).  The third theme that emerged was a 
purposeful intent by the Ministry to include all stakeholders including principals, teachers, and 
parents “in the drive to create safer school environments” (p. 1).  
I also reviewed collaboratively with individual teacher participants what disciplinary 
options they chose to implement based on individual student infractions.  Each one of the teacher 
participants stressed the point that their decisions were made on a case-by-case basis depending 
on the circumstances and contexts of the situation.  I provided tables illustrating the results of the 
most reported and least reported disciplinary options in Appendix O.  I placed the top five ranked 
most reported violations in section (c) of the data coding (see Appendix O). 
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The most reported level two violations I discovered during my document analysis, I 
interconnected to the nuances of leadership style, communication, and relationships.  “Persistent 
failure to follow reasonable directions given by members of staff” (Student Code of Discipline, 
2004, p. 7) and “failure to cooperate with teacher or member of staff” (p. 7) both demonstrate 
outright displays of disrespect for leadership authority.  “Profane and/or obscene language or 
gestures, threats or inflammatory language” (p. 7) I linked directly to both the communication 
and relationship themes.  I provided the results of the document analysis showing the most and 
least reported violations in section (a) of the document analysis samples (see Appendix I). 
Student discipline individual interviews sub-theme development.  The significant 
words, phrases, and sentences that emerged from the individual interview questions that led to 
the themed data’s development of student discipline as a theme are provided in section (a) of the 
data coding (see Appendix O).  Teacher participant Claire, in describing her personal 
experiences with aggression or violent activity during her individual interview, said: “I was 
honestly shocked because I figured that you would honestly try to keep the school as settled as 
possible” (Claire, individual interview, November 21, 2016).  Mario in his individual interview, 
while explaining how the violent incidents he witnessed over the years shaped his perception of 
school violence, made the following comment: 
Before, more teachers were able to part most fights. I started teaching almost 32 years 
ago; recently, it has really stepped up; i.e. there was a boy who was recently sent home 
and he came back to school today, although he was supposed to be at the office waiting 
and he got involved in an altercation with another student.  (Mario, individual interview, 
November 15, 2016) 
Claire, in her individual interview while responding to the same question said: 
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He had to go to the hospital, but he was okay in the end.  What ended up happening was 
that when he came out of the hospital (maybe eight weeks or more later) and came back 
to school, he still continued his bullying episodes and I think that is what surprised me.  
There was some discussion that he was on marijuana, but that was the most violent one I 
have ever witnessed.  (Claire, individual interview, November 14, 2016) 
Mario, in describing the most violent incident he witnessed since your employment at his 
school, noted: 
One student, who might have been a bully, threw a rock at very close range (with full 
force) at another quieter boy and hit him full in his head.  The student fell to the ground 
and he was unconscious for a while.  That bothered me a lot to see how angry that boy 
was, that within a matter of feet he could send a rock with such force.  The other student 
could have died.  (Mario, individual interview, November 15, 2016)   
Claire made reference to acts of group aggression and group violence she had witnessed 
at her school.  She commented: 
We have had group aggression as well; sometimes when you go to part a fight and you 
initially think there are two students, on your way to part the fight, you could actually see 
persons becoming involved.  I have actually seen a child running into the crowd and jump 
kicking someone.  He was not involved in the initial fight . . . So, there is some group 
aggression going on.  (Claire, individual interview, November 14, 2016) 
Teacher participant, Heather, commented on her emotional state throughout her 
encounters with aggressive and violent encounters: 
Well generally I am concerned, concerned about the aggression, the lack of the 
responsibility for actions, the lack of remorse apparently in the children, the lack of 
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concern from the parents and the compliance with which we must operate given the 
changing nature of the ascendency children’s rights.  (Heather, individual interview, 
November 16, 2016) 
Joy, during her individual interview, described how her initial experience with school 
violence prepared her to deal with such similar aggressive/violent events in the future.  She 
noted: 
I think that my personality would have influenced my behavior then and I think that it is 
still the same now.  When I was young, some children in a third form wanted to fight and 
I tried to intervene (I think that was silly, now looking back at it), but now I don’t think I 
would do that.  When I first came here, I had a very good relationship with the children, 
that’s why nowadays I do not get any physical violence, if there is a flare up in my class, 
I can speak to them.  (Joy, individual interview, November 16, 2016) 
Wilma, explained what specific factors and experiences guided her response to dealing 
with different encounters with school violence.  She said: 
Sometimes you also think of the safety of the persons who are fighting, while they are 
engaging in that, I don’t think they are too concerned about that, but I am always thinking 
well suppose there is a hidden weapon, because sometimes you don’t know what the 
students have, but in the fight they may use and you could be injured, perhaps they 
themselves could be injured and the other person could suffer and then you ask yourself, 
what are you going to tell parents, and then the over exposure in the media . . . that’s 
another factor.  (Wilma, individual interview, November 16, 2016) 
Student discipline focus groups sub-theme development.  During the focus group 
session at Progressive Secondary, focus group member Sharon stated, “When I think of school 
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violence, I think of like aggressive acts – fighting, disrespectful kind of behaviors that take place 
among the student population at the school” (Sharon, focus group, December 07, 2016).  Luke 
offered the following input during the same focus group: 
I think that it would have to mean that a child would feel that there is no threat, a lack of 
threat . . . I don’t only talk about physical threat . . . talking mind . . . even to talk freely in 
class and not be laughed at, not be ridiculed . . . especially with this school, I think 
anytime we talk about safety and violence, we have to include the language dimension of 
it, because that, I find, is something that stems the degree of violence that you have.  
(Luke, focus group, December 07, 2016) 
Liberal Secondary’s focus group member Claire, when asked to describe her ideas to 
improve the interpersonal relationships within the school, made mention of the nuance respect.  
She said: 
I also think there is need for respect.  If you respect yourself, you in turn would tend to 
respect other persons; it doesn’t matter what happens in the process, once I respect 
myself, there are certain things I would not tell you because the respect I have for myself 
would spin off to other persons.  (Claire, focus group, November 21, 2016)   
Mutual Secondary’s focus group member Amanda expressed similar sentiments when 
asked the same question.  In her response, she asserted, “I think the number one is respect; we 
have to show respect for everyone . . . and you also have to value the person.  I think those two 
go hand in hand” (Amanda, focus group, December 06, 2016).  Based on the responses of some 
teacher participants the nuance of respect may be a corollary of the leadership style, 
communication, and relationship themes. 
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 Jimmy, a teacher participant from Progressive Secondary, referred to student discipline 
when asked what steps he felt would make his school safer: 
I am in a position where I am so aware and in tune with what is required . . . am, it 
requires some level of adjusting, perhaps change, am, is not the word I want to use, but 
change is very hard to come by, so you really want, you really want people to manage 
discipline and, and, you want that teachers be involved in academics and to pushing their 
children to higher levels of academic rigor.  So, you really want, as the Americans call 
them ‘student beams’, if you want to put it that way.  But, you want a group of people 
that are employed, that work with discipline, you know, that are paid to do it and that 
make the calls to the parent – not that the teacher won’t themselves, but that the teacher 
could focus on getting work done.  (Jimmy, focus group, December 07, 2016)  
Luke, when asked to describe the climate of his school, made a few references to the 
nuance of student discipline:   
There are some children, here . . . more than . . . who are not amenable to discipline of the 
school, they are just not amenable to discipline of the school, they shouldn’t be here.  
Now I do not know, there might be a reason, I know there might be a reason for it, but the 
fact is, at this point . . . there are a few, I am not saying every . . . I can think of about four 
who should not be in a school setting because they are not amenable to the discipline of 
the school, they are . . . it just seems that nothing would work for them in this school.  
(Luke, focus group, December 07, 2016) 
Seth perceived links between student and teacher discipline in relation to the climate of 
the school.  Seth noted: 
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The mere fact that students are allowed to get away with things, because there is a 
problem with discipline, everybody is kind of laid back, so whatever happen, happens.  
As I said, they are not scared to come here, but when they come here, whatever they want 
to do, they do.  In every given day, you would find twelve teachers absent, so there is a 
high absenteeism among teachers.  I come every day, because if you come in my class, 
you have to sit down and keep quiet, you can’t come into my class and run around, I 
don’t care if you like me or not.  So, the atmosphere is one where teachers feel what ever 
happen, happens.  I come in here, the children want discipline, they are not being 
disciplined, so when I feel like stopping home, I am stopping home.  (Seth, focus group, 
December 06, 2016) 
Travis questioned if ecological factors could also contribute to bringing about behavioral 
change through current intervention programs:  
This is a South American program which tries to reach children by using sports as a 
discipline, to harness their energies and try to direct them in a more positive way, but is it 
working?  There were students, in the same program, who had to be sent to the 
principal’s office.  (Travis, focus group, November 21, 2016) 
Mario alluded to another ecological factor, leadership style that could impact student 
discipline,  
The head teacher must lead.  He must do less talking and get his staff back onboard with 
him.  Every end of term he speaks about discipline and no one is listening to him 
anymore, as he says it over and over.  (Mario, focus group, November 21, 2016) 
Amanda, a teacher participant from Mutual Secondary, confirmed the multi-faceted and 
interrelated nature of the student discipline nuance:  
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First, I think that the principal has to set standards for discipline, ensure the children 
respect teachers and respect all adults on the compound – because it is not only teachers 
that are being disrespected; so that is the first thing, discipline and respect and also 
treating the members or staff with the respect and dignity that they deserve, and from 
then, it should improve; show appreciation for the members of staff, because to me there 
is an era of ageism setting in when others, like myself, are not being treated with respect 
too from younger members of staff, so that’s another area that has to be looked at and 
improved here.  All members of staff must be treated with respect – regardless of their 
age.  (Amanda, focus group, December 06, 2016) 
Alex, from Vision Secondary, during his individual interview made direct reference to 
the Student Code of Conduct: 
Then some people make the gesture of a gun.  Only recently I had to bring a young man 
to the principal’s office for that, he thought it was just a joke.  I had to quote him a 
section of the law again: ‘A gesture made in the direction of an individual to that effect, is 
actually a threat.  It is also characterized as an assault, intent is the law’ so I have to 
constantly explain these things to them and I go from the school’s code of discipline right 
through to the actual laws of the court and let them know how the similarities are inline; 
we don’t have anything in our books that don’t correspond to the laws of the society, so I 
let them know that if they do these things, this is what is going to happen to you.  (Alex, 
focus group, December 08, 2016)  
Participants described school climate and school safety based on their individual 
perceptions and lived experiences.  Regarding school safety, participants described their 
perception of school safety based on personal experiences they encountered with school violence 
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as well as acts of aggression or violence that they had witnessed.  Many described scenarios 
where they had to become ‘involved in parting fights’ and other ‘acts of aggression’ between 
students and students as well as students and teachers.  Amanda described,  
I was hit in my left eye by a student sometime in March of this year; I was in a classroom 
and as I turned to leave, out of nowhere, I was just hit and as a result the left eye was 
swollen, I had to go to the optometrist and had to get time away from school.  (Amanda, 
focus group, December 06, 2016)   
Alex described one of his lived experiences with school violence: 
I have also had the displeasure of having to step in between individuals who were 
brandishing weapons.  Normally, I wouldn’t advise anybody to do it, but based on what I 
see, I am trained and I would step in and disarm somebody, so I would go in and take 
away whatever they are using.  In one instance, I would have seen a young lady who had a 
knife in her hand, but she herself would have taken it from the person who had it to use on 
her.  I took it from her so calmly, nobody even saw when I took it from her and I just told 
the young lady and the other one let us go to the office and let’s settle it there.  They both 
walked with me very coolly and calmly and settled it there at the office.  (Alex, focus 
group, December 08, 2016) 
Another participant, Travis, described two vivid and unpleasant lived experiences with 
school violence:  
There are two instances that happened in 2003.  I remember a young lady asking to leave 
the classroom, there were a number of students and we were just supervising because there 
was a visit from the Ministry and not too many students were at school, one young lady 
asked to go to the bathroom and I had just taken over from another teacher.  I asked her 
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why she didn’t ask the other teacher and she said that she did and the other told her that 
she wasn’t allowed to go.  I asked if she explained to you why, she said ‘no,’ I told her 
that the reason the other teacher did not allow her to go was because we were instructed 
not to allow you all to go outside, so I can’t allow you to go to the bathroom either, so just 
sit down.  She refused to sit each time I told her, so I got up and went to the door and held 
her arm and said, " ‘come young lady, go back to your seat.’   She just spun around, 
grabbed my shirt, ripped it down and just reflexively one hand went to her throat and the 
other hand came back and as the students screamed, I paused (I didn’t hit her) and pushed 
her off me . . . Another one is when I was teaching a class, I saw a young man jumped up 
from the back of my class and rushed out.  Just as he was rushing out I heard the 
commotion outside and when I got outside behind him, there were a group of fellows and 
they had a youngster on the ground.  They were kicking him and one was chopping him 
with a metal desk leg, blood flying all around, so I rushed in and pushed a group of them 
off the youngster and grabbed the one who had the desk leg and the youngster got up and I 
was taking the desk leg away from the fellow, the youngster came and slammed a chair at 
the back of my neck.  I was at home then undergoing therapy, as I had torn muscles in my 
shoulder and I damaged some nerves in my back and I was actually out of school for five 
months – I couldn’t use my right arm for five months.  Those are two of my personal 
experiences.  There are a few others, but I identified the two more serious ones.  (Travis, 
focus group, November 21, 2016) 
Many participants also gave vivid descriptions of students being “cut or stabbed.”  Claire, 
one of the participants noted, “The teachers actually thought that the student would have died as 
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a result.  That was the most violent one I have ever witnessed in terms of another student at the 
school – yes, there were stabbings, but none like that” (Claire, focus group, November 21, 2016).   
Travis, in describing his most violent incident he witnessed noted: 
It would probably be the one where the youngster stabbed the other one several times 
with the screwdriver and when he swung the screwdriver at the face, it caught the fleshy 
part of the nose and just tore it off, so that fleshy part was just hanging down over his 
mouth.  (Travis, focus group, November 21, 2016) 
Mario’s description of his encounter perhaps best reveals the dilemma faced by teachers 
as to whether or not they should become involved in intervening when they encounter acts of 
school violence.  Mario asserted: 
I have had quite a few, but one that comes to mind would have been doing bus duty 
where the children are supposed to line up and I parted a fight between two students.  
One of the students turned on me, he had a rock and said he would hit me with it and 
when I was trying to take him to the office, he was very aggressive.  The incident was 
reported to the police and the police said that what the boy said was not threatening.  So, I 
became very disenchanted because we teachers tend to want to get in between the 
students when they are fighting but some students, in their aggression, actually turn on 
the teachers as they become very angry, so I have been very cautious since then – 
actually touching them and what I do when a fight happens.  (Mario, focus group, 
November 21, 2016) 
Luke’s description of the emotions he felt during his lived experienced with school 
violence was:  
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I was incredulous because it was not a big fellow, it was a small, little fellow and I am 
saying, if you are in second form (U.S. grade 7) and you are behaving this way, what will 
happen in a few years, what would have emboldened you to look at a big teacher and 
strike out.  As a second former, there was no timidity or reticence to get involved with a 
teacher, to get a physical altercation with a teacher.  I was shocked from that point of 
view, and I mean I was, as a new person, I was a little fearful too.  (Luke, focus group, 
December 07, 2016) 
Sharon’s description of the range of emotions she felt when she witnessed a vicious 
group violence encounter was equally compelling.  Sharon said,  
I wouldn’t say I was traumatized, I was, I was initially scared; when I saw it happening, it 
was almost like if you are watching a movie and I was watching, and I was trying my 
best to watch and I . . . like pick out faces, just in case comes to a case where you have to 
say, ‘describe this body if you could see the person’, but throughout everything that was 
going on, I was focusing on the child that was on the ground and obviously bleeding and, 
at that time I didn’t have children and I remember saying, at that time, ‘I don’t want 
children,’ because I didn’t anticipate that, if it was like that then . . . that throughout the 
years.  I didn’t see it getting much better, because it was always, it was always 
aggression, everybody seemed aggressive, and at that time, I was like ‘I so thankful I 
don’t have children, I can’t see myself having children and they involve in something like 
this.’ And, am, that is how I felt then, but then I got out the car and I went to make sure 
the child was okay and when I got home, you know, I felt drained, I was emotionally 
drained, like everything had been knocked out of me.  (Sharon, focus group, December 
07, 2016) 
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Physical safety document analysis sub-theme development.  The School Incident 
Report form was another document geared towards improving the physical safety of teachers and 
students while on the school property.  The report included details pertaining to the incident 
including the name of the student, his/her class, the date, time, and location of the incident.  The 
incident reports also included a detailed description of the incidents or offenses, the action taken 
by the teacher involved in the incident, the action taken by the year head teacher, as well as what 
action an administrator had eventually taken.    
None of the schools investigated had any primary source documents that specifically 
outlined threat, crisis management, or health and safety standards protocols.  As such, physical 
and psychological safety threats were being managed primarily from an ecological perspective 
where each document conceptualized was expected to uniquely make its contribution to violence 
reduction, as well as school climate and school safety improvements.   
Physical safety individual interviews sub-theme development.  I included the 
significant words, phrases, and sentences that emerged from the individual interview questions 
that led to the themed data’s development of physical safety as a theme in section (c) of data 
coding (see Appendix O).  Teacher participant Glenda, during her individual interview, outlined 
her view as to how the physical safety of the school plant could be improved:  
You should have a point of contact in this school, especially because of its size, where 
there is some type of support for children and teachers – for our safety, for our sanity, for 
everything.  The school is too big for just one guidance counselor and two security 
guards, I am saying there should be a support staff.  We do have a policeman who comes 
and walks around from time to time, but think if we have a system in place, even if there 
is a person who chooses to volunteer from the community, who comes and they are at 
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that point – not only to offer support in terms of violence, but a child maybe sick, and you 
can call at that point on that floor and say, ‘John Brown isn’t feeling well, can you come 
and take him to the office for me,’ so I wouldn’t have to leave my class of twenty or 
twenty-two children, to take the person to the office and while I am out, a fight; so 
support staff is very important.  (Glenda, individual interview, November 16, 2016) 
Mario outlined some of the ways he believed the safety of the school environment could 
be improved: 
We need to search those students who especially, bring them too often.  We don’t want to 
send students out of school, but sometimes we need to get rid of a few of them.  Then 
there is the problem with drugs, a lot of our students are actively on drugs and they will 
sell it at school.  If you were to look often enough, you would see certain boys hanging 
around the bathrooms in particular, and you know who they are already, but they have the 
system down pat, you hardly find anything on them; they might not smoke it here, but 
they are the sellers.  Even the quiet looking ones – there is this Indian boy (looked like he 
would not harm a fly), but he was one of the top sellers at the school!  He did very little 
work in the classroom but would never give any trouble.  (Mario, individual interview, 
November 15, 2016) 
Teacher participant Sherry described the specific factors she believed could play a role in 
creating a safe school environment: 
They need to acknowledge that the staff that we have here, because in their minds we 
have too many staff members for the students we have – we have almost 800 students and 
we have 62 staff members, according to their ratio that is too many, but in truth and in 
fact we really need more staff members that we can have smaller groups to work with, I 
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think that would enhance the safety of everybody on the compound.  I think also the 
increased security would be good that students know and understand that this 
environment is not one that where you can get away with having weapons and having 
them hidden and those sort of things, but because, financially, the school is not supported 
from that level, a lot of things that we would need or we would want to implement, we 
can’t.  (Sherry, individual interview, November 14, 2016) 
Alex suggested that better parental controls and continued unannounced searches were 
good strategies to improve safety of school environments: Alex noted: 
It comes down to some education for the parents; because some parents just allow some 
students to come to school, they don’t check to see what they have in their bags, they 
don’t check to see what time they get to school, where they go before they come to 
school.  If we can get the parents more on board – checking behind their children – where 
do you go when you leave home?  How long do you stay in town?  Which vehicles do 
you take to get to school?  (Alex, individual interview, November 16, 2016) 
Alex during his individual interview added: 
If we have a suspicion, two or three of us will come down in the classroom and search – 
and it doesn’t have to be a teacher, a teacher and a member or two of the auxiliary staff 
can go in and do a search.  Once the students are constantly seeing this happening and 
even if they have a deviant behavior in mind, they got to wonder ‘is it safe to take it 
today, will I get away with this today,’ so if you are not sure, the likelihood of your 
bringing those things to school would diminish.  (Alex, individual interview, November 
16, 2016) 
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Heather offered suggestions she felt would improve the safety of her school that 
encompassed both physical and psychological components.  She said: 
We need a social worker, somebody who can actually go out into the community and 
work, but as I understand it, our guidance counselors are not social workers, so that is not 
their path.  So, I think the school needs social workers.  The remaining guidance 
counselors, but so that I suppose people would be able to understand better the 
background of the children, but that is something that should be looked at.  Our school is 
an open school; you could get on this compound from at any point of any fence.  It is 
very open.  So, to address that it is a whole set of money.  We would have to . . . all the 
school is wire fence and short wire fence at that.  (Heather, individual interview, 
November 16, 2016) 
Physical safety focus groups theme development.  In the focus group session 
conducted at Mutual Secondary, Celia expressed her views that alluded improvement for school 
safety.  She noted: 
A metal detector!  I said that . . . we need to have some lock downs, searches.  We need 
to lock down this place and call in police and dogs and search these premises.  Because I 
remember when I was doing my Masters in the classroom teaching . . . it came over the 
loudspeaker . . . it was announced that there was this lockdown and I didn’t understand 
what ‘lockdown’ was . . . and you are to close your doors . . . and you are not to come out 
until the all clear has been given . . . my mentor came to me and explained what a 
“lockdown” was . . . we need something like that around here.  (Celia, focus group, 
December 06, 2016) 
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Amanda added, “Industrial cleaning dealing with of health safety . . . health safety issues” 
(Amanda, focus group, December 06, 2016).  Seth further added:   
Over the years, we have put fencing around the school.  The only problem is if somebody 
comes in here to interfere with the students.  I have never heard of students caught at 
school with firearms; you would find a knife (which is to protect them after school).  I 
have heard about students with firearms, but they are out of school; they go on Facebook 
and take pictures with firearms.  That’s why I told you about metal detectors because 
somebody might get stupid and, especially if they are under the influence, they might 
bring in a firearm.  (Seth, focus group, December 06, 2016) 
Glenda, a form teacher at Progressive Secondary, noted: 
 I can’t say I know about any specific steps that have been taken.  I think it comes down 
to, in a place like this, knowing your own personal safety, knowing your job description 
and knowing what your role is and knowing where to seek help.  Again, setting that 
policy and letting the children and administration know what your policy is.  I have a 
personal policy, and I tell the principal all the time, ‘my personal person, as a citizen is of 
concern to me and any time a child attempts (and in twenty years, I have never had it) to 
step over the line with me and it is physical, there is a police station nearby, sir, I am 
going there first and then I would come back to you, because that becomes a civil matter 
then.  (Glenda, Focus group, December 07, 2016)  
Sherry, the guidance counselor at Liberal Secondary said: 
They need to acknowledge that the staff that we have here, because in their minds we 
have too many staff members for the students we have – we have almost 800 students and 
we have 62 staff members, according to their ratio that is too many, but in truth and in 
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fact we really need more staff members that we can have smaller groups to work with, I 
think that would enhance the safety of everybody on the compound.  (Sherry, focus 
group, November 21, 2016) 
Heather, a senior teacher with 21 years of teaching experience from Vision Secondary, 
shared her views about the physical safety of her school.  She asserted: 
We need a social worker, somebody who can actually go out into the community and 
work, but as I understand it, our guidance counselors are not social workers, so that is not 
their path.  So, I think the school needs social workers.  The remaining guidance 
counselors, but so that I suppose people would be able to understand better the 
background of the children, but that is something that should be looked at.  Our school is 
an open school; you could get on this compound from at any point of any fence.  It is 
very open.  So, to address that it is a whole set of money.  We would have to . . . all the 
school is wire fence and short wire fence at that.  (Heather, focus group, December 08, 
2016)   
Heather, a senior teacher, and member of the disciplinary committee at Vision 
Secondary, made mention of some of the safety plant concerns.  She said: 
I think our biggest safety thing at this school is external.  We need cameras, the school is 
too open.  We need four guards (we have two right now).  We need a fence with either . . 
. wha yuh does call it? green things that you does put up round de fence . . . to block out 
the view . . . yea . . . or we need a cement fence with just . . . but we are too open to our 
immediate environments for right now, so I feel. . .  Most unsafe feelings are not from the 
students or from the teachers, it is from outside elements.  Safety for the children on 
evenings, they got to walk through a line of people, because as soon as the bell is coming, 
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the boys just form a line that you got to get through; so, safety, for me, is more the plant 
than outside . . . outside the perimeters.  (Heather, focus group, December 08, 2016)   
Psychological safety document analysis sub-theme development.  There were several 
documents examined that teacher participants perceived to impact their psychological safety 
directly and indirectly.  Teacher participants  held diverse views as to what affected their 
psychological safety.  In addition, there was the consensus that all student disciplinary and 
behavior modification documents made them feel that some efforts were being made to both 
control and reduce school violence.  Documents mentioned included: the student conduct card, 
the student contract, notices of detention and suspension, school incident reports, school 
behavior report forms, and parent/guidance conference request forms.  While at Liberal 
Secondary and Mutual Secondary I reviewed Departmental Internal Referral Guidance and 
Counseling forms that teacher participants said sought to capture “background information” on 
students.  Teacher participants believed that capturing background information on deviant 
students gave them a greater sense of psychological safety.  
Psychological safety individual interviews sub-theme development.  I shared the 
significant words, phrases, and sentences that emerged from the individual interview questions 
that led to the themed data’s development of psychological safety as a theme in section (c) of the 
data coding (see Appendix O).  Teacher participant Travis, during his individual interview, 
described some of his suggestions as to how psychological safety could be improved: 
I remember a few years ago, a little girl, about 12 or 13 years old, said to me ‘but sir, we 
could do things’ and she made reference to two schools - but one in particular.  She said 
‘Suttle Secondary (pseudonym), they have a good sports program, they are the queens in 
athletics and so on.  They feel good about that and themselves, we could find something 
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that we could do’ and she made reference to these school children who are in the movie 
called ‘Hush’ and in her mind, these were school children who had channeled their mind 
and energies into something that came out to be very good and something that they could 
be proud of and she couldn’t understand why we couldn’t do something like that at 
Liberal Secondary.  There is also a mural we painted of our journey from Africa through 
slavery to emancipation and some students came and asked if they could help.  Initially, it 
was the art department but other students seemed interested and I said, ‘any student who 
wants to paint, whether they be artist or not, let them do it’ and what we saw.  (Travis, 
individual interview, November 15, 2016) 
Alex during his individual interview, advanced some recommendations as to how the 
psychological safety of educational stakeholders could be improved: 
I believe that the day the school, through the Ministry of Education, the DPP prosecutes 
a child and all those who would help him to perpetuate the situation of the school.  The 
day that we prosecute one, is the day that the rest would understand that you are 
accountable for your action; and if we can get that in place – instead of saying they are 
minors, it is a mistake, they are being used – then we would understand that this is a 
school where every individual has to come and feel safe when he/she comes here and we 
will not tolerate any activity outside of that which is a structured part of the educational 
process.  (Alex, individual interview, November 16, 2016) 
Wilma, during her individual interview, explained the additional steps she believed 
should be taken to make her school safer for administrators, teachers, and students.  She asserted: 
There were two ideas that were given, they talked about cameras and metal detectors.  
While the cameras might be desirable, I guess there are still a lot of other aspects that you 
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might need to look at before going that way.  Detectors, yes, but somehow students seem 
to be able to conceal things within their bags and on their person and that could be an 
issue.  (Wilma, individual interview, November 16, 2016) 
Participant Amanda suggested a multilayered approach in describing what specific 
factors she believed could play a role in creating a safe school environment. 
One of the main things is home life.  If their home life is improved, then they should 
transfer the values from home; society too would have to change, your home and society 
would have to change because the school is a microcosm of society, so right now the 
society is very violent and it is seeping through the school, so one of the major things is 
there has to be some sort of cleanup campaign in the society and the home.  I might be 
old fashioned, but I think that there is a need for more religious training, getting the 
children in church and accepting the biblical principle, because I think that we have 
moved away from that and by so doing, the consciences are dead, there is no morality, 
there is no sense of right or wrong, so I think that if the church could play a bigger role – 
we try our best at school through our prayers and our talks that we give, but it has to be a 
greater effort from society.  (Amanda, individual interview, December 05, 2016) 
Celia suggested that the following steps be taken to improve the safety of secondary 
schools: 
Sometimes I think that, along with the other things I just mentioned, making the parent 
aware that this is what your child does, this is the action that can be taken against you.  
Sometimes we say all of these things, but I think that sometimes our hands are tied, the 
Ministry needs to put some of the power back into the teachers’ hands – When I say 
‘power’ I do not mean the ability to flog.  The Ministry has told students and their parents 
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that a teacher cannot do X, the teacher cannot do Y, the principal cannot do X.  My 
opinion is that we are going the way of the North American system which has failed 
North America, but you see, they have the resources to put things in place that we do not 
and it is great to bring psychology into all of this mix - yes, each child should have a 
‘say’, I agree, yes, but there is a time and a place for a ‘say’ and the way how you ‘say’ is 
important, but the Ministry is sending these signals to the students and the parents where 
‘the teacher has no rights and can’t do much’.  We have all the responsibility, that is fine, 
but you cannot give a manager or anybody a responsibility without the authority to carry 
out this responsibility, then it fails somewhere along the line when you don’t give them 
the tools and the authority, because it will cause a clash and that is what is happening.  
(Celia, individual interview, December 05, 2016) 
Psychological safety focus groups sub-theme development.  Focus group participants 
held varying views on strategies aimed at violence reduction and school safety.  Amanda noted, 
“Have dire consequences for like offences and enforce them.  Make the children aware of them 
and enforce those consequences” (Amanda, focus group, December 06, 2016).  Penny said, 
“have zero tolerance for violence . . . zero tolerance so that as they arise . . . you deal with them 
right away . . . and don’t waste time another person” (Penny, focus group, December 06, 2016).  
Focus group participant Celia added:  
So, that you can get a message of consistency, because if you are consistent, you know, if 
you do this, here what would happen and you would think twice.  If you do it and then we 
see reaction from you, and you do it and we see another reaction, and you do it tomorrow 
and nothing is done . . . inconsistent . . . it’s almost like disciplining a child: you know 
when you have a child and you are teaching it manners . . . you would say, ‘say thank 
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you.’  To me consistency . . . if you say it once that’s it.  To me consistency along with 
showing that there are consequences for your actions like you said.  I think is one of the 
keys, I know for here.  (Celia, focus group, December 06, 2016) 
Penny added: 
From my angle, I would think about some more support in terms of professionals to help 
with working with the children – the emotional and psychological problems that we deal 
with – we need a team of psychologists, social workers, and so on, to assist with helping 
in that aspect.  Even a better buy in with parents; we have a PTA and you scarcely get the 
parents to attend, if the parents have a hand on the children, it makes our job better and 
easier.  (Penny, focus group, December 06, 2016) 
Sherry, the guidance counselor at Liberal Secondary, made a profound statement in her 
assessment about her school.  She concluded:  
This school is like a ticking time bomb, and from one moment to another you just think . . 
. if it’s too calm, like for a whole week, you are thinking like for the next week something 
major is going to happen, because there is so much tension . . . between the staff and the 
principal, between the principal and the students . . . it’s just a lot of tension in the 
environment, you’re just thinking it’s going to blow up . . . something is going to happen.  
(Sherry, focus group, November 21, 2016) 
Alex, a senior teacher, and member of the school disciplinary management committee, 
asserted: 
At first, like I said, once we saw it, everybody jumped and ran quickly into the area to 
diffuse the situation.  After it was all settled, the threats were removed and dealt with, 
then you heard the emotional things like, ‘they don’t know what they would have done, 
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suppose this had happened, they were all concerned now with the general safety of 
everybody around.  (Alex, focus group, December 08, 2016) 
Monica, a head of department at Progressive Secondary with 19 years teaching 
experience, asserted: 
I see also the psychological as well because, let’s say for instance, I come across some 
incidences where children say, ‘but I didn’t take any money from him’, but the reason 
why they didn’t take any money from him is because the children are already so afraid, 
so they just give them, they don’t have to ask, they know that they are coming to them, so 
they just take it out and give them.  So, it has an impact on the mind of students and 
teachers as well . . . this aspect of safety.  (Monica, focus group, December 07, 2016) 
Luke introduced the nuance of language as one of how students at his institution used to 
threaten both psychological and physical safety.  Luke noted: 
It is just a normal thing, it is violent language . . . very aggressive, threatening language.  
But I think the teacher has to make the classroom a safe place where children ought to 
feel free to answer questions without somebody laughing at them and ridiculing them, I 
think that that has a lot to do with it, but also physical safety; some children are afraid to 
come in, that they would get bullied, or their money taken away.  I know some first 
formers are very afraid for their own physical safety.  (Luke, focus group, December 07, 
2016) 
I identified words, phrases, and statements from primary documents, individual 
interviews, and focus groups, and analyzed them to arrive at resources, programs, physical 
safety, and psychological safety as optimum research themes.  In addition, these themes also 
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served to best describe what ecological factors could be developed, to help reduce school 
violence, and play a role in improving school safety.   
Theme Three: Teachers’ Ideas to Improve School Climate and School Safety 
Leadership style document analysis sub-theme development.  Conceptually, I 
reviewed all documents with a view of discovering if any attempts to improve student discipline 
and reduce school violence to some degree was integrated into the development of the schools’ 
management and monitoring systems.  Student monitoring systems included: the student conduct 
card, student contact form, school notice of detention, school attendance register, school incident 
report, and notice of suspension.  The schools investigated utilized the forms to varying degrees 
depending on the leadership style employed by those empowered to make decisions.   
From a leadership perspective, the student monitoring systems aimed to capture salient 
information about both student and parents/guardians, specifically: (a) demographic data and (b) 
details pertaining to student infractions.  Demographic data consisted mainly of 
student/parents/guardians names, addresses, and telephone numbers.  Student infractions data 
focused on leadership details such as breaches in discipline, dates, times, or duration of detention 
or suspension, and specific courses of action to be employed aimed at achieving student 
behavioral change.  The demographic and student infraction related words and phrases detailed 
in the student monitoring system documents led to the development of leadership style as a 
theme.  
Practically, all the documents reviewed sought to implement management systems aimed 
at reducing school violence and improving school climate and school safety.  From a leadership 
perspective, the vision to internally develop a protocol for discipline form at Mutual Secondary 
was a demonstration of visionary leadership.  Their internal disciplinary protocol document 
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detailed as many as 25 potential infractions.  It recommended diverse responses for first offenses 
and included a category for “other” offenses (see Appendix I).  The Protocol for Discipline in 
The School document served to complement the official Student Code of Discipline (2004) 
document provided by the Ministry of Education, Science, Technology, and Innovation.  A 
former teacher at the Mutual Secondary School, who left the institution approximately ten years 
ago, conceptualized the Protocol for Discipline in The School document.    
Leadership style individual interviews sub-theme development.  The significant 
words, phrases, and sentences that emerged from the individual interview questions that led to 
the themed data’s development of leadership style as a theme can be found in section (b) of the 
data coding (see Appendix O).  The leadership style theme included some “invariant horizons” 
(Moustakas, 1994, p. 128) which “point to unique qualities of an experience, those that stand 
out” (Moustakas, 1994, p. 128).  Most teacher participants interviewed suggested that despite 
their school leaders being equipped with relevant management tools to transform the climate of 
their schools, many lacked the leadership training to effect much-needed change.  Mario, in his 
individual interview, when asked to describe the climate of his school, noted:  
There was an incident last year - the teacher was wrong as he stepped out of line – where 
he man-handled a student, the parent came here the next day.  I was close by and the head 
teacher spoke too loudly and how he spoke to that parent, it felt to me like if the parent 
had done something wrong.  Normally, you would have thought that in his position, he 
would have said that he would try to compensate her, but he said he would have to wait 
until the report comes around.  The lady put it in the newspaper, took the teacher to court, 
the case dragged on for a year and a half (at that time the teacher was on half pay), 
eventually it was dismissed or settled, but it could have been dealt with differently.  
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Again, leadership style, he should have tried to get the situation resolved.  (Mario, 
individual interview, November 15, 2016) 
Penny, in describing what could be done to improve the climate of her secondary school 
suggested: 
The first thing is that, as management, the principal needs to set the climate and needs to 
exert that authority.  On the contrary to what some people say, I think the children need 
to be respectful and not fearful and developing that respect in them is important, so I 
think that is something we have to start foundationally from the inception when these 
first-formers come right up to the fifth-formers; let them know that this is a place of 
learning and let them know what our mission or vision is.  (Penny, individual interview, 
December 05, 2016) 
Amanda, when asked to describe the climate of her school, perceived a relationship 
between leadership style and school climate.  She said: 
To me, it is a very hostile climate, it is like if you are walking on egg shells and this 
climate comes mainly because there is no support from management, principal.  There is 
mainly a select group of people who are in the principal’s good books, favoritism so to 
speak.  The morale is low and if I didn’t have to say, well, there is an end to a means, it is 
not a very pleasant place to be at.  (Amanda, individual interview, December 05, 2016) 
Alex illustrated how he implemented the leadership empowerment paradigm with his 
students as a possible avenue towards creating a healthier school climate.  Alex asserted: 
When I first started teaching, I had the opportunity to work with persons whom I would 
have known before but not work with and they took me under their wings and told me 
from the get go ‘Learn as much as you can learn about that which you are doing, so that 
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down the road you would be able to transfer that which you would have been taught into 
what is required’.  So, when I got the opportunity to be a part of the management team, I 
started telling the students: ‘Whenever we have a year assembly, don’t look to Alex to 
lead you every single day, I would start the ball rolling but as we go forward, I would be 
choosing individuals from amongst you to come where I am standing and take charge.’  
(Alex, individual interview, November 23, 2016)  
Sherry outlined a program conceptualized by the guidance counseling department at her 
school which she heads: 
Right now, along with the interns, we have four small groups being done, I think there 
are between six and eight children in each group that would have been selected from a 
larger list which the principal would have developed, where we are working on anger 
management and conflict resolution with the students.  I think the other thing that we tend 
to do, the health and family life education program here, although we have the syllabi, we 
tend to tailor our program to deal a lot with self-esteem and presenting self, as well as 
how to be assertive as opposed to aggressive and again the same anger management and 
conflict resolution.  That is what is done in terms of the Guidance Department.  Outside 
of that, I wouldn’t say there are any programs; the principal just tends to suspend or 
recommend expulsion.  (Sherry, individual interview, November 14, 2016) 
Leadership style focus groups sub-theme development.  The nuance of leadership also 
surfaced, particularly in relation to the perception some participants felt the school needed to go.  
Travis noted: 
I guess my thing is refocus the school.  Right now, we want to behave as though we are 
like . . .  if this is like any other school . . . focus on academics and then deal with the 
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other issues as secondary matters.  When in fact, the social problems are our greatest 
problems at the school and should be focus of the school.  Let us focus on dealing with 
the social issues and then follow up with the academics afterwards.  So, I think we ought 
to refocus the school and shift what our emphasis is on.  (Travis, focus group, November 
21, 2016) 
Another focus group member, Anne, felt that there was a lack of professionalism in the 
education system.  She noted: 
To improve the relationship in the school at all levels we have to be professional and stop 
being personal, (‘I don’t like Karen, so I am not doing this thing and I doing this thing 
because she is not to benefit’).  We got to stop being personal and act professional.  I 
worked in the private sector, it didn’t matter if the people liked you or didn’t like you, but 
they were always polite, always courteous – this is your job, you do it.  Everybody was 
polite and courteous and did what they had to do.  If they get in the staffroom or the 
lunchroom and talked your name, nobody cared because when they came out at the desk, 
everybody was professional . . . and that is our problem in the educational system.  From 
the Ministry down, we are not professional we are not too personal and personality 
driven.  (Anne, focus group, November 21, 2016) 
Mario, who is a member of the school’s administration staff as a department head noted: 
I just wanted to add also that sometimes we do not always use the skill set that the 
teachers have.  For example, let’s say for example the principal has his idea . . . he wants 
to go in a particular direction, I believe that he does not look at the staff . . . I mean 
beyond the admin staff . . . I am not talking about admin . . . he does not look at the staff 
and make them feel as though . . . well first he does not make them feel part of the vision 
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in the first place.  But, he does not look at the staff in general and let’s say, ‘get the best 
out of them.’  There are a lot of staff members here beyond the admin who have lot of 
skills . . . who have training in lots of areas and yet we have certain programs going on 
where, those members of staff are not being used, or their skills are not being taken 
advantage of . . . that staff member he is going to say, ‘Okay I am not being paid for 
anything . . . nobody really wants my input, so he is not going to try as hard as if he were 
made to feel . . . okay . . . you are as important as anyone else on this staff . . . and I do 
believe that we need to look beyond, let’s say beyond admin.  We need to use the staff to 
greater . . . to more efficient use of the staff as such.  (Mario, focus group, November 21, 
2016) 
Sherry, the guidance counselor at Liberal Secondary shared her insights on leadership 
and how she perceived it had the potential to affect both school climate and attempts to create a 
safe school environment.  She stated: 
But they say leaders are born.  But, we have found out that some leaders are just chosen 
as a result of whatever affiliations or qualifications they may have . . . and put in 
positions that they may not necessarily trained for.  I think that a good leader needs to 
acknowledge when they are not trained for a position and they need to the seek the 
training.  They need to listen to persons who may be trained in those areas – whether it be 
admin staff or whoever else and learn from them.  I think the situation that I find myself, 
let me speak for myself . . . is that the leader is not approachable.  As long as whatever 
has to be said is in opposition or different to what it is that he wants.  So, in a lot of 
situations, I might decide or I might come to the point where I might say ‘I am not even 
bothering my head’, because I have said so many times and I have suggested so many 
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times and the law has been waved or I have been shouted at, or belittled, or disrespected 
in some way – out in the office, in front of students, in front of parents, in some way that 
then I would determine this is not worth my energy, this is not worth my blood pressure . 
. . let me just leave it and then, obviously, I am looking at myself.  But, looking at the 
bigger picture . . . the school is going to suffer as the result of that, because I might be 
only one person, but when that happens two, three, four, five, six . . . then we will just 
come into work, we are do our job yes.  But, the school itself and the students themselves 
are suffering.  (Sherry, focus group, November 21, 2016) 
Seth, in the focus group session held at the Mutual Secondary noted:  
I think that they need to work on the culture . . . the culture of the school; the principal . . 
. they need to know what are the capabilities of the students . . . she needs to know what 
the teachers are capable of doing . . . right. . . and allow them . . . and work together with 
them . . . work together with your staff.  When you work together with your staff and 
know your staff to show their true potential . . . things would be a lot better.  When they 
come to work, they want to work . . . and they have a lot of confidence, and things go 
well.  (Seth, focus group, December 06, 2016) 
Celia, from Mutual Secondary made comments that interrelated the leadership nuance.  
She asserted: 
I think that like in terms of the principal in relation to the staff, you must give the 
teachers the authority to carry out the mandate.  It is important for them to feel 
empowered – that they have the power and authority and have some measure of control, 
because if you feel that you have no control, then some days you would throw up your 
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hands and you must at the end of the day, you must feel that you are a valuable part of 
any organization and I am worthwhile.  (Celia, focus group, December 06, 2016) 
Penny, the guidance counselor at Mutual Secondary, explicated her views on how 
leadership might improve school climate and the overall environment of their school.  She 
asserted: 
Yesterday, I mentioned about the mission and the vision of the school . . . and there are a 
lot of persons who don’t know what this mission . . . what the school’s mission is or the 
vision.  One of things that we need to do is . . .  It needs to be prominent and it needs to 
be known – not only for the staff but also for students.  Students need to know what the 
mission of the school is . . . what is the vision that we have for the school.  From the time 
anybody enters these school gates they need to know that we . . . we aim towards 
something . . . we aim towards excellence . . . alright . . . and to be encouraged to buy in 
to the mission.  We are working towards something . . . we are working towards 
improvement, we are working towards betterment of this environment and you, as an 
individual are preparing for something beyond what you will receive here.  So, I believe 
those need to be enforced – the mission, the vision of the school.  They need to be 
enforced by both, and to be known, practiced, encouraged to work for both staff and 
students alike.  (Penny, focus group, December 06, 2016) 
Relationships document analysis sub-theme development.  The Parent/guardian 
Conference Request form was the primary document that led to the development of relationships 
as a theme.  The form stated in part: . . . You are requested to attend a meeting pertaining to your 
child/ward . . . of form . . . at . . . to discuss . . . your child must accompany you on the given date 
and be properly deported . . . please bring this letter with you.  The conference request form 
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provided opportunities to establish trust and build relationships among administrators, teachers, 
parents, guardians, and students.  Teacher participants alluded to very poor attendance at PTA 
meeting in all their schools and that parental conferencing created opportunities for dialogue and 
by extension to build relationships.   
Jimmy explained, “Your vision needs to be strategic, you need to call upon the support of 
your staff and you need to know how you are going to garner that support, am, and then that 
needs to be impressed on parents” (Jimmy, individual interview, November 16, 2016).  Monica 
made mention of the lack of awareness of parents about form level meetings:  
I had a parent that called me in third term wanting to know why they haven’t been invited 
to a form level meeting, and the form level meeting took place in first term.  So, if you 
are going to improve the climate, you are going to have to definitely work on (a) your 
public image and (b) the relationship with parents, because a lot of them really don’t 
know what is going on and, one thing that I find, I don’t know why it is, that we always 
insist that meetings have to take place at the school.  (Monica, focus group, November 
28, 2016) 
The Parental Conference Request form makes it mandatory for the student to inform 
his/her parents or guardians of a meeting with either administrators, teachers, or both.  If the 
student and parent, or guardian, fails to attend such conferences the student would not be 
permitted to return to school.  
Relationships individual interviews sub-theme development.  I provide the significant 
words, phrases, and sentences that emerged from the individual interview questions that led to 
the themed data’s development relationships as a theme in section (b) of the data coding (see 
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Appendix O).  Individual interview participant, Glenda, in describing how she viewed the type of 
relationships that existed between the teachers and students at her school, noted:  
I think that’s really important in schools, especially a school of our size, because we are 
such a big school, you have to make sure that you build relationships where possible, 
with the children that you teach because if you can manage that particular core, then you 
can manage anybody else.  (Glenda, individual interview, November 16, 2016) 
Participant Monica, during her individual interview, commented on the type of 
relationship she perceived existed between male and female students.  Monica asserted: 
Aamm . . . for the most part when it comes to male to female I find that the relationship is 
usually cordial, very friendly, and so on.  You would find a few instances where guys 
would want to be violent towards the girls but not on a large scale.  Funny enough up to 
today I was in a class and some second formers said, ‘Mam look at that boy over there 
he’s hitting at that girl, mam go and stop him.’  So, they understand what is acceptable 
and what is unacceptable behavior between males and females.  (Monica, individual 
interview, November 28, 2016)  
Sharon gave a description as to how she perceived the type of relationship that existed 
between the principal of her school and the students.  She said: 
I find the older, not even the older so much, because I find some of the older students are 
more respectful of the position of principal.  The younger children – like first form 
probably up to third – they see principal, but a lot of them just see ‘man’ and you know, 
we, you teach them about respect and you respect somebody’s position, but I find the 
juniors are very . . . they don’t seem fearful of the principal; so, you would tell them 
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something like, ‘If you don’t behave, I going send you to the principal’ and they would 
like,’ okay, good.  (Sharon, Individual interview, November 16, 2016) 
Participant Claire, in her individual interview, introduced another dynamic on the type of 
relationships that could exist.  She described a specific event at her school: 
We have some good friendships because there are students who would stand up for their 
friends – sometimes I might feel they go too far standing up for them – friendships in this 
instance meaning positive, because peer pressure can sometimes be both positive and 
negative.  On the other hand, we have some that, in my opinion, here are not too good.  It 
is sad for me, but how the media is portraying same sex relationships, I am seeing an 
increase at the school (and this is more female on female).  We have had a very serious 
fight last term and it had to do with one girl who felt she was slighted by another girl (so 
she was no longer her girlfriend), so she pulled a knife, the girl took the knife from her 
and stabbed her on her hand (she got some nerve damage as well) and that was all 
because of a same sex relationship or union at the school.  So, that is scary.  (Claire, 
individual interview, November 14, 2016) 
Penny described the type of male and female relationships that were evolving at her 
school: 
I am the guidance counselor for the fourth and fifth forms and I find that there are mainly 
a lot of boyfriend/girlfriend relationships that are developing (more than normal) and they 
are very serious relationships.  There are some boys who cling to girls, and what I have 
noticed is that they are more effeminate than gay and they are some girls who try to go 
the other gender . . .  In the relationships, I mentioned above the boyfriend and girlfriend, 
I have had incidences where the relationships were physically abusive; I have been trying 
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to work with them (because I know I cannot separate them) and trying to help both the 
girl and the boy recognize that this is not appropriate behavior.  This is about a month or 
so, since I have heard of anyone being physical aggressive to the other, but I have had 
that in terms of violence with these relationships too.  And significantly too, in both of 
those relationships, the boys’ mothers were being abused in their relationships.  (Penny, 
individual interview, December 05, 2016) 
Relationships focus groups sub-theme development.  Participants spoke passionately 
about relationships both within the school environment as well as external to the school 
environment.  The nature of these relationships was perceived to be pivotal to creating a safe 
school environment.  Focus group participant, Travis, a department head at Liberal Secondary, 
noted: 
What I want to add to that is the whole dimension of our employer.  I feel as though my 
employer is my enemy.  And, I do not feel as though I have any support from the 
Ministry of Education; therefore, everything that I do anytime I encounter a hostile and 
aggressive student, I have to think about what would be the outcome.  How would the 
Ministry deal with this . . .?  Because the Ministry, my employer, is not my friend is not 
there to support me.  So, that to me adds a whole lot of strain and makes the environment, 
to me, very unsafe – it’s unsafe for my tenure, it’s unsafe for my whole well-being and 
everything.  So, I wanted to bring in the dimension of our relationship with our employer.  
(Travis, focus group, November 21, 2016) 
Karen highlighted other relational factors that she felt could possibly contribute to a safe 
school environment and its relationships with other nuances.  She noted:  
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There is a relationship, because school climate is the actual atmosphere, how you feel 
when you come here, the mood of the school and that plays a role in terms of school 
violence, because if you come to a school where there is agitation, there is aggression, 
there is this hostility – whether student on student, student to teacher – obviously, it is 
going to play a role in enabling school violence.  So, yes school culture, school climate . . 
. all these things lend to school violence because basically you’re coming into a hostile 
environment . . . a harsh environment . . . and, the children are already riled up, so even if 
you come in to be the person . . . even in parting a fight, you might think that you are the 
one coming to separate the two students, but then the students might turn around and try 
to injure you; so that is something that we have to look at as well . . . and it all that leads 
back to the climate of the school - is the school a calm school?  Is it a school where there 
is peace and quiet? . . . Students are in classes; noise levels are kept to a minimum.  So, 
all of that then obviously leads to school violence.  (Karen focus group, November 21, 
2016) 
Penny introduced another relational component as it relates to school climate and school 
safety.  She said: 
I was trying to do a rating, because similar to what you are saying and I have been here 
and have seen the changes they have now, and (I said this in my interview too) when I 
look on a scale of one to ten, I am even hesitant to say three right, in terms of the level 
(and ten being the highest . . . ten being the highest, because even as a counselor, I don’t 
know if it stops at the principal or what, but I do not get a lot of violent situations to deal 
with in my counselling sessions, I get a lot of relational issues with children.  (Penny, 
focus group, December 06, 2016) 
 203 
Celia from the Mutual Secondary school commented specifically on the student teacher 
relationship.  She said:  
I think that with the students, there must be a relationship between teacher and student 
where the student feels ‘well this teacher has my best interest at heart,’ but knowing, at 
the same time, that there is a line that you cannot cross.  Reciprocal respect.  (Celia, focus 
group, December 06, 2016) 
Glenda in explicating her views on school climate and school safety stressed on the 
importance of building relationship, particularly with students.  Glenda asserted: 
I may take a different perspective based on my own beliefs that you look at children in 
any school and coming here, persons ask me if I am sure that I want to come to this 
school.  If I am sure that this is the environment that I want to work in and at the bottom 
of it all for me is the importance of building relationships.  When you build relationships 
with your children, sometimes that in itself helps to alleviate some of the violence you 
would see, because they would say, ‘you know what, I can’t do this in front of this 
teacher.’  So, the fundamental thing for me is human relationships; always treat your 
students just like another human being.  (Glenda, focus group, December 07, 2016) 
There were not any documents that showed purposeful intent to improve relationships on 
a sustained basis with either the internal or external communities at the schools investigated.  
However, the Parent/guardian Conference Request form had highlighted the potential for 
building relationships with parents and students based on the interpersonal and intrapersonal 
skills displayed by leaders during such conferences. 
Communication document analysis sub-theme development.  Several of the 
documents reviewed sought to engage some level of communication between teacher 
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participants and parents/guardians as well at teacher participants and students.  The student 
conduct card, behavior report form engaged written communication through (a) teacher 
participants’ assessments, comments, and signatures; (b) parents/guardians’ comments and 
signatures; and (c) year head teacher remarks and signatures.  The student notices of detention 
and suspension forms were also personalized communication tools.  Pertinent inclusions in the 
form included “. . . we have some concerns regarding your child/ward . . .”  Also, it stipulated 
both the time and the reasons for the detention or suspension.  The personalized communication 
closed with the following statement: “You are remined that you should monitor your 
child’s/ward’s behavior so that these and other infractions would be kept to a minimum.”  Many 
of the forms developed required signatures by parents/guardians, teachers, and administrators.  I 
believe that having signatures affixed to documents represents an effort to ensure effective 
communication of information to all parties concerned.  The notice of detention, notice of 
suspension, and parents/guardians conference request forms were the most effective 
communications documents reviewed.    
Communication individual interviews sub-theme development.  I provide the 
significant words, phrases, and sentences that emerged from the individual interview questions 
that led to the themed data’s development of communication as a theme in section (b) of the data 
coding (see Appendix O).  In her individual interview, Glenda described the type of relationships 
that existed between the teachers and students at her school.  She asserted: 
One of the things that stands out in my mind, following on from the other question, is the 
styles of communication that came through in terms of culture over time.  So, if you are 
of a particular age group, this may be what you grow up hearing, this is what seemed like 
the right thing and because, in your mind, it produced the things you think or your parents 
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thought was appropriate.  If I try it in this context, it would work.  But, that’s not 
necessarily the case.  So, for me, it’s a case where I observe different members of staff.  
There are times when you do have to raise your voice at the children because you think 
that they don’t hear.  But, sometimes you have to pull them aside and speak to them 
quietly, because I wonder if maybe the constant shouting at our children . . . they shut 
down.  So, when you think that you are getting a message to them, you are really not 
getting a message.  (Glenda, individual interview, November 28, 2016) 
Seth described the type of relationships he perceived existed between male and female 
students: 
When I compare my days at school with the students nowadays, if you look outside now, 
you will see the boys by themselves and the girls by themselves.  To me, they don’t 
communicate and have discussions like when I was at school.  When I was going to 
school and a boy liked a girl, they would talk, share lunch together, and hold hands at 
lunch time – nothing so now.  If you go out there now, they ah tell each other about ‘ya 
mudduh this,’ it is not aggressive but it is not a loving environment – a student’s mother 
would die, and if there is an argument between them that student would say ‘that’s why 
your mother dead, that is why your father dead.’  There is no sympathy for anybody, they 
are cold.  (Seth, individual interview, December 05, 2016) 
Communication focus groups sub-theme development.  Participants referred to 
communication as a nuance that had the capacity to impact school climate as well as attempts to 
create a safe school environment.  Focus group member, Karen, from Liberal Secondary 
impressed upon the group that she felt ineffective communication was indeed a problem.  She 
commented: 
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Greater communication is necessary.  For me, communication is very, very critical in 
terms of . . . getting people to work with you and to get things done.  One of the things 
that I find is that oftentimes, things are misconstrued for lack of a better word, because 
the lines of communication are ‘fuzzy’ or something has broken down.  But, I think that 
greater communication would be a great help.  Communicating with . . . whether it be 
communicating with year heads, heads of the department, teachers, but communicate and 
make sure that there is clarity where everything is concerned . . . and people understand 
what it is that you want, how it supposed to be done, who is in charge, how is this going 
to benefit us, why do we need to do it.  So, I believe that communication is important and 
for all.  Even teacher to teacher, teacher to year head, whoever . . . teacher to student.  I 
find that communication is a big problem.  (Karen focus group, November 21, 2016) 
Travis added: 
I was going back to communication; not what is communicated, but how you 
communicate it and the tones that are used and I think that quite often persons are shut 
down by the tones that are used.  I have known staff members who vowed that they are 
not going to say anything, they are not going to be bothered, because of the tones that are 
used when the communication is done – things like waving the law and shouting at 
people, I don’t think that augurs well for good corporation and collaboration and so on.  
(Travis, focus group, November 21, 2016) 
Luke noted: 
Like I said before in the first interview, I think that one dimension of it is to have a 
students’ council, that’s what we lack, a vibrant students’ council.  I think that when 
students see their own peers having an impact or an input in what happens, they have a 
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greater ownership of the school.  I think a greater ownership leads to a greater respect and 
less tumult.  And I agree with Monica, communication is . . . and another thing too is that 
people have to know very clearly the Education Act, Industrial Relations, I think a lot of 
trouble stems from people who do not know exactly what governs them.  (Luke, focus 
group, December 07, 2016)  
Monica referred to a communication system which she perceived had the capacity to 
improve school safety.  Monica asserted: 
The only suggestion is having some cameras.  For me, a communication system too that 
allows me to speak to students, even while they are in the classroom talking.  I know 
Suspect Secondary has one and sometimes . . . the intercom system can sometimes halt or 
even minimize the risk that you would have here from day-to-day basis.  (Monica, focus 
group, December 07, 2016) 
Glenda commented on the communication style used by some teachers in their effort to 
assert authority and inculcate student discipline; and how her communication approach differs: 
One of the things that stands out in my mind, following on from the other question, is the 
styles of communication that came through in terms of culture over time.  So, if you are 
of a particular age group, this may be what you grow up hearing, this is what seemed like 
the right thing and because, in your mind, it produced the things you think or your parents 
thought was appropriate.  If I try it in this context, it would work.  But, that’s not 
necessarily the case.  So, for me, it’s a case where I observe different members of staff.  
There are times when you do have to raise your voice at the children because you think 
that they don’t hear.  But, sometimes you have to pull them aside and speak to them 
quietly, because I wonder if maybe the constant shouting at our children . . . they shut 
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down.  So, when you think that you are getting a message to them, you are really not 
getting a message.  (Glenda, focus group, December 07, 2016) 
 I analyzed words, phrases, and statements from primary documents, individual 
interviews, and focus groups to develop the leadership style, relationships, and communication 
themes.  The themes also described how they play a role in improving school climate and 
creating safer school environments.    
Theme Four: Key Attributions of Unsafe School Environments 
Inadequate resources document analysis sub-theme development.  The Ministry of 
Education, Youth Affairs, and Sports (2004) referral to student services section document was 
the main document that sensitized me to what specific social support services were available to 
government-owned secondary schools in Barbados.  The document highlighted specific 
difficulties and challenges that students may be experiencing including hearing, vision, physical, 
large motor, fine motor, learning difficulties, behavioral, social/emotional difficulties, speech 
difficulties, and language difficulties.  The document also noted the extent of the Ministry’s 
involvement with external agencies namely: (a) Children’s Development Centre, (b) Juvenile 
Liaison Scheme, (c) Child Guidance Clinic, (d) Edna Nicholls Centre, (e) Probation Department, 
(f) Child Care Board, (g) Private Support Services, and a vague option “other.”  
Most teacher participants were aware of some of the support services offered by the 
Ministry but felt that they were inadequate to support the increased levels of dysfunction and 
violence witnessed in Barbadian secondary schools.  Travis, a teacher from Liberal Secondary, 
specifically addressed the need for resource persons to deal with the social issues now prevalent 
in most schools:  
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I also believe that a lot of our students come from broken homes and broken 
communities.  I think they have a lot of issues that rules alone will not address.  I would 
have suggested years ago, that we refocus the school and put some programs in place that 
would address the social issues these youngsters are facing.  While we probably can’t 
change their home environment, we ought to find resource persons who are equipped to 
prepare these students and equip them to cope with their difficult home environment, so 
that they can manage a little better at home and then when they come to us, they are not 
in the shape that they come to us, because I call it combat ready.  (Travis, individual 
interview, November 15, 2016) 
Penny, a teacher from Mutual Secondary, expressed similar sentiments to those expressed 
by Travis.  She suggested that the current level of student support services was inadequate: 
From my angle, I would think about some more support in terms of professionals to help 
with working with the children – the emotional and psychological problems that we deal 
with – we need a team of psychologists, social workers, and so on, to assist with helping 
in that aspect.  Even a better buy in with parents; we have a PTA and you scarcely get the 
parents to attend, if the parents have a hand on the children, it makes our job better and 
easier.  (Penny, focus group, December 06, 2016) 
Inadequate resources individual interviews sub-theme development.  The significant 
words, phrases, and sentences that emerged from the individual interview questions that led to 
the themed data’s development of resources as a theme can be found in section (c) of the data 
coding (see Appendix O).  Jimmy, in his individual interview, described the specific factors he 
believed could play a role in creating a safe school environment: 
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So, the principal needs perhaps to find a way of reaching and improving on the resources 
we have; so we talk about teacher development, being supportive, actually coming into 
classrooms, or discussing issues that you’ve seen and observed with specific teachers and 
how we can improve that and those types of things . . . am, you are talking about 
Barbados, wherein people don’t want you in their classroom for fear of losing their jobs, 
or for fear of you critiquing their teaching, but this happens all the time in the U.S., like 
I'm teaching and the principal just comes in and sits down, this type thing.  (Jimmy, 
individual interview, November 16, 2016) 
Monica explained some additional steps that she believed should be taken to make her 
school safer:  
We definitely don’t have many resources, but one or two cameras in strategic places.  
The good thing about this school is how it is built, there are so many things you can see 
and students not realize that you can actually see them, but there might be, there are a 
couple of pockets that you don’t see unless you go there that could do with some 
cameras.  (Monica, individual interview, November 16, 2016) 
Sherry in her individual interview, alluded to a lack of resources as prohibiting some of 
the things that could be done to create a healthier school climate.  She said: 
Our students come from the city and the environs of the city and a lot of depressed areas, 
that needs to be looked at, at a level higher than the school itself because they are sending 
them all here and not putting the resources into the school that they need.  (Sherry, 
individual interview, November 14, 2016) 
Sherry also commented on what she perceived could be made her school environment 
safer: 
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I think the main thing that comes to my mind is again above the level of the school and it 
has to do with the level of the Ministry of Education and how they view the school, the 
resources they send into the school, and then the large number of children with the 
challenges that they have.  (Sherry, individual interview, November 14, 2016) 
Heather, in describing the programs that currently existed at her school specifically aimed 
at reducing the level of school violence, noted: 
Where that is falling short again is that the teachers are basically asked to fund that 
program in my opinion, because you cannot be rewarding children with pencils, pens, 
stars, and all that that to come out of your money.  At some point of time, something has 
to give, so that is where the system fell down there; I think the government is trying to 
implement but they are not putting enough financial resources behind it.  (Heather, 
individual interview, November 23, 2016)  
Wilma described some of the things that she believed could be done to create a healthier 
school climate.  She asserted: 
I often say, school is not only about Math and English, when you go out in the world, 
how are you going to get along?  Where are the skills that you learnt?  And they complain 
too about resources or facilities that they don’t have like they complain that there are not 
enough benches for them to occupy on afternoons during the lunch session.  (Wilma, 
individual interview, November 16, 2016) 
Inadequate resources focus groups sub-theme development.  Participants made 
mention of the fact that inadequate resources were a major hindrance to the ability for effectively 
dealing with violence reduction and the improvement of safety at their schools.  Sherry, the 
guidance counselor at Liberal Secondary, provided a passionate discourse noting: 
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I think, firstly, when you take all the children or the majority of children who have 
behavioral deficits and educational deficits and you put them all in one place . . . if you 
are going to put them all in one environment, you need to make sure that the environment 
that they are in has the resources that it needs.  So, firstly, we need more staff than we 
have – as I said before, the Ministry believes that we have more staff than we need – but 
we have way less than we need . . . because we need staff who are trained in special 
needs . . . trained to work with these children, especially these children who are on all of 
these psychotropic medications and everything . . . how to work with them.  We need 
smaller groups . . .so you need one teacher to about five or six people.  Right now, we 
have one teacher to about 25, 35, to 40 people, you really need those small groups.  We 
need more space, literally we don’t have enough space on this compound for the students 
we have now.  Students have to be moving from place to place to place.  Even if they 
were able to stay settled in one space, that would reduce some of the violence and some 
of the issues, but they are constantly moving from class to class because we do not have 
enough space.  So, you need more staff, we need fewer students.  I think we need a metal 
detector at the gate, because we will always have the children who will try to stash 
something somewhere.  They need to understand you can’t bring these things on this 
compound.  I think we need better security as well, because it is not just about . . . um . . . 
the literal safety, but it is also about the perception of safety that is important, for the staff 
as well as the students who might not necessarily be the ones who are involved in the 
violence.  So, am . . . I think those are some of the things that you really need . . . and you 
need the staff and you need the resources . . . simple things like sometimes you can’t even 
get paper . . . and this is a situation where we need specialist rooms and we need 
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manipulatives and we need lots of color and we need a lot of expensive computer 
programs and all those things . . . and we can’t even get paper to print stuff on.  So, when 
you have a set up with a situation like this, what do you expect to happen?  (Sherry, focus 
group, November 21, 2016) 
Focus group participant Claire offered suggestions as to where she felt some of the 
Ministry’s resources should be allocated.  She suggested: 
The Ministry needs to . . . and I know you said, what can we do here?  But, we need to go 
back to the primary level; in my opinion, invest the money in the younger children.  At 
one point in time I went to an interview and I was quite serious . . . I think that when 
persons are pregnant, especially teenagers and teenage mums.  I should say are immature 
mums, you need to have a linkage between them, the Child Care Board, and a counselor, 
because I think from that stage, we have already lost some.  (Claire, focus group, 
November 21, 2016)  
Monica noted:  
There are schools with cameras.  It was mentioned to me the other day, was it Unity 
Secondary School (pseudonym)?  Unity Secondary School I think I heard has cameras 
and I think Vision Secondary(pseudonym), I could be wrong, but I think those two, I 
have to . . . we definitely don’t have many resources, but one or two cameras in strategic 
places.  (Monica, focus group, December 07, 2016) 
Ineffective programs document analysis sub-theme development.  I reviewed two 
principal documents: The Juvenile Liaison Scheme and the Edna Nicholls Centre.  The Juvenile 
Liaison Scheme referral document gave the specific day and time students were referred by the 
school’s counseling department to Central Police Station.  The Edna Nicholls Notification of 
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Suspension from School form was the other document that led to the development of programs 
as a theme.  The Student Code of Discipline (2004) document refers to the Edna Nicholls 
program for both level two and level three disciplinary options.  Level two option stated, “Out-
of-school suspension including compulsory attendance at Edna Nicholls Centre” (p. 8) and for 
level three disciplinary action “Out-of-school suspension” (Code of Discipline, 2004, p. 10).  
There was a strong overlap between the resource allocation and the programs available to the 
secondary schools investigated during the document analysis process.  Document analysis 
revealed the Juvenile Liaison Scheme referral form, the Edna Nicholls School Suspension form 
and the Ministry of Education, Youth Affairs and Sports Referral to Student Services Section 
form were the key primary source documents that facilitated best-triangulated resources and 
programs themes.   
Ineffective programs individual interviews sub-theme development.  I provided the 
significant words, phrases, and sentences that emerged from the individual interview questions 
that led to the themed data’s development of programs as a theme in section (c) of the data 
coding (see Appendix O).  During his individual interview, teacher participant Seth in his 
description of student-teacher relationships mentioned the possible impact on the relationships 
by the type of academic programs available to students.  He noted: 
That is the problem . . .we had a set of programs waiting for these students – we were 
doing auto mechanics, printing, carpentry, steel bending, farming – the students only got 
5% and 10% in Common Entrance – but she says this is an academic school and wants 
the children to sit CXC, the children could scarcely read and write and she wants them to 
do CXC’s.  This might not be relevant, but this is frustrating a lot of students at the 
school because you want them to do English and Spanish that they do not want to do.  
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Also, a lot of the boys grow up without parenting – they don’t like their father, so they 
stick to their mother and a lot of them are angry with men, I can see it in their faces.  
(Seth, individual interview, December 05, 2016) 
Penny described some of the programs being offered at her school aimed at reducing 
school violence: 
We have a program being done by Superlative Counseling (pseudonym) and that is being 
done in a number of schools.  Those persons come in every week to work with students, 
because it is focused on bullying prevention.  I have a program with a group, Lighthouse 
International (pseudonym), they work with young ladies and I had taken out some young 
ladies whom I felt were at risk because of their circumstances.  Some of them are always 
in some kind of issue or problem and that has been going on for about two years.  The 
person comes in every Wednesday and works with the girls and I had contacted some 
people about a male one but maybe that might happen next term.  (Penny, individual 
interview, December 05, 2016)  
Jimmy said: 
Am, I know of another program AGNAR the AGNAR program which is funded in part 
by USAID, am, but that again is aimed at boys especially in trying to have them work 
with their emotions and bridge their view point about school to work and so on, so I don’t 
know if those specific . . . am . . . I know there is the guidance counselor and so on, I 
don’t know if she actually has, if she speaks to classes wholesale or if it is just individual 
people she tries to reach.  (Jimmy, individual interview, November 16, 2016) 
Individual interview participant Luke referred to another program: “Okay, we do have, 
there is the DARE program from the police institute, the police comes in, there is also the 
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Supreme Counseling, they have children, and there is also the . . . program.” (Luke, individual 
interview, November 16, 2016). 
Wilma mentioned yet another schoolwide program: 
Well, we have, am . . . an aspect of the Health and Family Life Education where students 
are put in small groups and there are presenters who come in and they are (we’ll use the 
word) ‘counselled’ and then there is the larger group, the main group, who stay in the 
class with the Family Life program and there are presenters who come in on occasions 
who go directly to the classrooms and interact with the students.  (Wilma, individual 
interview, November 23, 2016) 
Ineffective programs focus groups sub-theme development.  Diverse programs have 
been introduced in a several government-owned secondary schools in Barbados with varying 
success.  Focus group participant, Penny, the guidance counselor at Mutual Secondary noted: 
We have the Olweus bullying prevention program . . . that’s one . . . and in terms of . . . 
there is a program we have where the old scholars are usually invited, pretty often, to 
come in and talk to the students . . . the student body at various times during the year; we 
have the counselors where we try to do preventive programs as well, because we have the 
H.F.L.E. program where we talk about conflict resolutions and interpersonal relationships 
and so on.  That is part of the ongoing program of the school, as it is built into the 
syllabus, so all of our students are involved in that program as well . . . and generally . . . 
well the year heads and so on are there in place to help coordinate any issues that may 
arise and to help deal with them.  (Penny, focus group, December 06, 2016)  
Sherry described the programs at her school noting:  
 217 
We are part of the Olweus bullying prevention program, which is aimed at reducing 
bullying in the school.  However, I think am that program requires buy in and going back 
to the attributions of the school, and the way that we see things a lot of times we say that 
would never work.  So even before we try it, we say, ‘it is not going to work, so we are 
not bothering our heads.’  Whether it is successful, I don’t think it is because no one is 
‘buying in’ about it.  (Sherry, focus group, November 21, 2016) 
Anne, a focus group participant from Liberal Secondary made mention of another 
program currently in existence at her school.  She added: 
The School Counseling is a program with counseling and life skills is a program with 
counseling and with life skills show children that there is a different way to solve issues 
and to help with anger – whether it is actually working or not, is another story – but there 
is an attempt to have a few programs to assist.  (Anne, focus group, November 21, 2016) 
Anne suggested the development of other programs to assist at-risk females.  She further 
noted: 
I think we have to go back to the parents.  The parents . . . yes, we have a lot of young 
immature parents and they need programs to help these people.  When a child leaves 
school at sixteen pregnant, that child has no clue what to do.  There should be programs 
to assist that child, so that when her child is born, the mother has a start . . . has assistance 
to start.  So, we have to go right back to before birth to help parents and potential parents.  
(Anne, focus group, November 21, 2016) 
As an ecological factor aimed at improving school climate and school safety, Penny made 
the following comment about their violence reduction programs: 
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I can’t really say if the programs are working because, even as a researcher, we have not 
done any research on it.  We stated this bullying prevention program with Chris 
(pseudonym).  This has been here for about two years . . . that these people come in . . . 
and I have not been given any evaluation as to how are the effects of it, so I can’t really 
say that it has impacted to that extent because there is no evidence base.  (Penny, focus 
group, December 06, 2016) 
Anne, a focus group participant from Liberal Secondary gave additional input noting,  
It’s a vicious cycle because if the teacher is not buying into it, then the teacher is not 
going to put any enthusiasm and the children are going to pick it up and they are not 
going to care either.  So, it’s a vicious cycle!  (Anne, focus group, November 21, 2016)   
Karen added: “We have the AGNAR program here that is supposed to assist with the at-
risk students and show them a different way, but, is it working?” (Karen, focus group, November 
21, 2016). 
Penny said:  
Maybe you can think about a radical turn around in terms of even concentrating on 
violence and doing programs for violence.  Do programs which build self-concept, which 
promote peace alright which focuses on a positive outlook.  Something that is positive 
rather than negative.  (Penny, focus group, December 06, 2016) 
The use of both first cycle coding (In Vivo and Emotion coding) and second cycle coding 
(Pattern and Focused coding) coupled with the identification of extensive phrases and sentences 
optimized the theming process and served to isolate “what a unit of data is about and/or what it 
means” (Saldana, 2013, p. 267).  Data collection, categorization, and codification were 
purposefully and clearly integrated into the theme development process.  The steps involved in 
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the theme development process were presented describing specifically how each step was used to 
inform individual themes (see Appendix O).    
Research Question Responses 
In each of the three research questions posed, I presented codes to illustrate linkages 
between the data collected and teacher participants’ ideas.  First cycle coding (In Vivo and 
Emotion coding) were used to provide links to “ideas as descriptions of behavior within a 
culture; explanations for why something happens; iconic statements; and morals from participant 
stories” (Saldana, 2013, p. 267).  I presented participants statements that both support the 
integrated and ecological nature of the selected themes.  
 Research question one.  How do first through fifth year (U.S. sixth through 12th grade) 
teachers in four different government-owned schools in Barbados describe school climate and 
school safety?  Participants associated school climate and school safety with the ‘general mood’ 
of the school.  There was a link between the mood of the school, noise levels, levels of 
restlessness, the internal and external perception of the school, and the school’s culture.  Sherry, 
in concurring with Mario that the climate represented the general mood of the school noted: 
I agree it is the general mood of the school, but I think it is also how you feel when you 
are here, because I have found that you may leave home feeling a particular way, but as 
soon as you come up and you can see the school, the feelings that surround it is very 
different.  It is both the emotional and phycological mood when one comes here.  (Sherry, 
focus group, November 21, 2016) 
Travis integrated school climate, noise levels, and personal productivity with the general 
mood of the school noting:  
 220 
 It is anything that would hinder or stop you from doing the job that you have come here 
to do i.e. I am here to carry on a lesson, but the noise from the outside is hindering me, so 
that noise in the school constitutes the climate and is actually stopping me.  You would 
want a climate that would at least help you to carry on your lesson also.  (Travis, focus 
group, November 21, 2016) 
Claire alluded to the nuance of environmental perception stating: 
So sometimes you can be in a semi-happy environment, but because of all the negativity 
that other persons are saying about that environment, you internalize it and you then 
believe that it is not a happy environment or semi-happy environment and you bring that 
to bear on it, so the perception of those outside (their views and their opinions) also have 
a bearing in the end of the actual school climate that exist at the school.  (Claire, focus 
group, November 21, 2016) 
Karen, in her comments, unknowingly underscored the ecological interrelationships of 
school climate, school violence, school safety, and school culture.  She concluded:  
There is a relationship, because school climate is the actual atmosphere, how you feel 
when you come here, the mood of the school and that plays a role in terms of school 
violence, because if you come to a school where there is agitation, there is aggression, 
there is this hostility – whether student on student, student to teacher . . . obviously it is 
going to play a role in enabling school violence.  So, yes school culture, school climate . . 
. all these things lend to school violence because basically you’re coming into a hostile 
environment . . . a harsh environment.  (Karen focus group, November 21, 2016) 
 Research question two.  What ecological factors developed, to help improve school 
climate, do first through fifth year (U.S. sixth through 12th grade) teachers in four different 
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government-owned schools in Barbados perceive as playing a role in creating a safe school 
environment?  There was a consensus among most participants that leadership style, human 
relation skills, and effective communication were the principal themes needed to help improve 
school climate and create safer school environments.  Glenda noted: 
I think that each person – student, teacher, administrator – has to play their role in making 
the environment in which we function safe; so, you come with the mentality that ‘I want 
to make this place safe,’ and I think it starts first with being a human being, being 
humanitarian, showing compassion, showing love, and reaching out.  (Glenda, individual 
interview, November 16, 2016) 
Teacher participant, Karen, placed significant emphasis on the need for effective 
communication, while encompassing both leadership and human relation skills necessary to 
create a school environment that was conducive to feeling safe.  She contended that: 
Greater communication is necessary.  For me, communication is very, very critical in 
terms of . . . getting people to work with you and to get things done.  One of the things 
that I find is that oftentimes, things are misconstrued for lack of a better word, because 
the lines of communication are ‘fuzzy’ or something has broken down.  But, I think that 
greater communication would be a great help.  Communicating with . . . whether it be 
communicating with year heads, heads of the department, teachers, but communicate and 
make sure that there is clarity where everything is concerned . . . and people understand 
what it is that you want, how it supposed to be done, who is in charge, how is this going 
to benefit us, why do we need to do it.  So, I believe that communication is important and 
for all.  Even teacher to teacher, teacher to year head, whoever . . . teacher to student.  I 
find that communication is a big problem.  (Karen, focus group, November 21, 2016)    
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Focus group participant, Jimmy, a form teacher at Progressive Secondary taught at his 
school for the past 16 years and his comments identified a relationship between school climate 
and school safety.  Jimmy posited: 
I would say that safety also includes whoever personnel is on the compound, personnel 
and students.  I think that it is a term that is all encompassing, how you feel about coming 
into your work establishment, as a teacher, and also how students feel, really feel, do they 
generally feel comfortable moving on the compound, being in the classroom, exiting the 
compound, entering it, etc.  So, safety, to me, relates to school climate and the type of 
climate that is existing within an institution . . . a school institution.  (Jimmy, focus group, 
December 07, 2016) 
A participant expressed sentiments that were quite different from most participants about 
their perception of safety in their schools.  Seth, from Mutual Secondary asserted:  
To me, I don’t think I come to a violent environment when I come to Mutual Secondary.  
The students are generally not violent . . . you would find one or two fellows that would 
want to threaten you, that is in the minority, but this environment, when it comes to 
violence, we are fairly safe.  (Seth, focus group, December 06, 2016) 
In terms of ecological factors, Alex held the view that community culture played a major 
a role in affected both school climate as well as one’s perception of working in a safe school 
environment.  He explained: 
One word – Culture.  Why I say ‘culture?’ because of the environment around the school.  
There are some guys, some unscrupulous individuals who would want to ply their trade 
and the easiest market is the school setting.  If we can get those guys to stay away from 
the school compound and let the students be students and not their junior entrepreneurs, 
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that is one definite factor.  Two, still on the culture . . . those on the outside who have 
grievances with somebody else on the inside, bring somebody from their community who 
belongs in the school to perpetuate the situation which is outside the school and cause it 
now to be in the school – now creating a situation where we now have havoc or concern 
for safety.  If we can get that out of school, we would also be safe.  Three, the need to 
have that which is not yours to get that which you want – money you need, you don’t 
have it to get your drugs and you come, you beg, you bully, you extort.  (Alex, individual 
interview, November 23, 2016)  
 Research question three.  What ecological factors developed, to help reduce school 
violence, do first through fifth year (U.S. sixth through 12th grade) teachers in four different 
government-owned schools in Barbados identify as playing a role in improving school safety?  
Participants perceived that the unavailability of resources, ineffective programs, and inadequate 
investment aimed at achieving both physical and psychological safety all contributed to the 
school violence crisis and an overarching lack of school safety.  Sherry said: 
I think, firstly, when you take all the children or the majority of children who have 
behavioral deficits and educational deficits and you put them all in one place . . . if you 
are going to put them all in one environment, you need to make sure that the environment 
that they are in has the resources that it needs.  (Sherry, focus group, November 21, 2016) 
Heather’s statement succinctly captured many of the ecological factors that contribute to 
the inability to effectively reduce violence and create safer environments in the Barbadian 
secondary school system.  Heather, in describing the existing programs at her school aimed at 
reducing violence, stated:  
 224 
The one that should be operational is the rewards system; where you reward children 
instead of taking the punishment and the negative reinforcement and positive 
reinforcement, which is all well and good on paper.  But, I suppose the teachers try as 
much as possible to bring the children one-on-one and talk to them and a lot of the 
teachers do phone parents and try to make contact.  Where that is falling short again is 
that the teachers are basically asked to fund that program in my opinion, because you 
cannot be rewarding children with pencils, pens, stars, and all that . . . to come out of 
your money.  At some point of time, something has to give, so that is where the system 
fell down here.  I think the government is trying to implement, but they are not putting 
enough financial resources behind it.  (Heather, individual interview, November 23, 
2016) 
Participant, Wilma, underscored the importance of having adequate resources in her 
school if violence reduction initiative were going to be successful.  She noted: 
I often say, school is not only about Math and English, when you go out in the world, 
how are you going to get along?  Where are the skills that you learned?  And they 
complain too about resources or facilities that they don’t have like they complain that 
there are not enough benches for them to occupy on afternoons during the lunch session.  
(Wilma, individual interview, November 23, 2016) 
Summary 
Chapter Four provided the reader with a brief overview including a restatement of the 
study’s purpose.  It segues into an introduction to the profiles of participants engaged in the 
study and follows on to give details about the data analysis, including the identification of key 
themes surrounding each research question.  It outlines how the data collected from document 
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analysis, individual interviews and focus groups was codified, categorized, and themed using a 
combination of tables and narrative (see Appendix O).  The chapter provides a thematic analysis 
by identifying what each unit of data given in the descriptions of the participants means.  It also 
restates key narratives about the perception of school violence, school climate, and school safety 
as described through the lived experiences of 16 secondary teacher participants from four 
government-owned schools.  The chapter concludes with a synthesis of the textural and structural 
descriptions, and insights on how unique lived experiences and perceptions are interrelated, 
while simultaneously answering the research question on how nuance variables impact school 
violence (Huang et al., 2012). 
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CHAPTER FIVE: CONCLUSIONS 
Overview 
The purpose of this transcendental phenomenological study was to describe and give 
meaning to teachers regarding their experiences with secondary school violence in Barbados, 
West Indies.  In this chapter, I shifted attention to articulating my ideas and explicating my 
personal interpretation from the data collection process.  I presented a summary of the findings 
derived from the data collection and analysis processes.  I expressed these findings in the form of 
themes identified from the individual interviews, focus groups, and document analysis processes; 
while linking the themes to the study’s research questions.   
I next examined and discussed the findings coupled with their implications on the 
literature reviewed in chapter two of this study.  In this section, I sought to highlight: (a) what 
contributions the study made to enlightening or informing the theoretical framework 
undergirding the study, (b) how the study conformed or corroborated with previous research 
studies, (c) how it diverged from or extended previous research, and (d) the identification of the 
specific uniqueness from the study.  I sought to achieve these goals by delineating research 
questions alignment, convergence, divergence, and uniqueness.  In the implications section, I 
focused primarily on highlighting the methodological and practical implications for educational 
stakeholders. 
I discussed the delimitations and limitations associated with the study and then articulate, 
what I perceived to be, the key recommendations for stakeholder policy development and 
practice.  Thereafter, the key recommendations which I perceived to be most important to future 
research studies and that incorporate transcendental phenomenological studies specifically linked 
to the ecological framework, I also explicate.  Lastly, I concluded the chapter with personal 
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perspectives as to what I perceived to be the most important things I gleaned from the research 
study.     
Summary of Findings 
 In the previous chapter, I presented the analysis of all data collected including comments 
made by participants during individual interviews, focus groups, and documental analysis.  The 
transcendental phenomenological process resulted in the identification of the following themes 
from sub-question one: 
1. How do first through fifth year (U.S. sixth through 12th grade) teachers in four 
different government-owned schools in Barbados describe school climate and school 
safety? 
I identified five sub-themes that describe how teacher participants in four different 
government-owned schools in Barbados described school climate and school safety.  The sub-
themes identified were: 
(a) Participants associated school climate with the ‘general mood’ of the school.  The 
mood of the school was linked to noise levels, levels of restlessness, and school 
culture. 
(b) Participants associated school climate with personal environmental perception.  
(c) Participants also associated school safety with student discipline. 
(d) Participants associated school safety with physical safety. 
(e) Participants associated school safety with psychological safety. 
The nuances of general mood of the school, the personal environmental perception, 
student discipline, physical safety, and psychological safety aptly describe teacher participants’ 
definitions and perceptions of school climate and school safety.  The transcendental 
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phenomenological process resulted in the identification of the following themes from sub-
question two: 
2. What ecological factors developed, to help improve school climate, do first through 
fifth year (U.S. sixth through 12th grade) teachers in four different government-
owned schools in Barbados perceive as playing a role in creating a safe school 
environment?   
I identified three sub-themes which described what ecological factors teacher participants 
perceived needed to be developed, to help improve the climate in their schools and that would 
play a role in creating a safe school environment.  The sub-themes were: 
(a) Participants perceived that leadership style plays a role in impacting school climate 
and school safety positively or negatively. 
(b) Participants perceived that the type of human relationships developed within the 
school environment plays a role in impacting both school climate and school safety 
positively or negatively. 
(c) Participants perceived that communication plays a role in improving school climate 
and school safety positively or negatively.  
I identified two sub-themes which described what ecological factors teacher participants 
perceived needed to be developed and that would play a role helping to reduce school violence 
and improve the safety of their schools.  The transcendental phenomenological process resulted 
in the identification of the following sub-themes from sub-question three:  
3. What ecological factors developed, to help reduce school violence, do first through 
fifth year (U.S. sixth through 12th grade) teachers in four different government-
owned schools in Barbados identify as playing a role in improving school safety?   
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The two sub-themes identified were:  
(a) Participants perceived that the inadequate resources play a role in negatively 
impacting the ability to reduce school violence and improve school safety. 
(b) Participants perceived that effective programs play a role in helping to reduce school 
violence and improve school safety. 
Discussion 
In this research study, I focused on describing the subjective common lived experiences 
of participants with school violence.  I also sought to gain a deeper understanding of the 
ecological nuance variables linked to this phenomenon.  I envisioned that gaining an 
understanding of the nuance variables associated with school violence would pave the way for 
the effective development of more effective institutional reformation programs.  
Patton (2015) clearly established how qualitative research relies on both understanding 
individual perspectives as well as ecological systems to arrive at the essence of a phenomenon: 
Qualitative research often inquiries into the stories of individuals to capture and 
understand their perspectives, as just discussed.  But often the answer to why people do 
what they do is found just not within the individual, but rather, within the systems of 
which they are a part: social, family, organizational, community, religious, political, and 
economic systems.  (p. 8)  
Sub-questions one, two, and three supported the central question of this research study in 
that were written to discover not only the meaning ascribed to school violence by participants but 
also the key nuance variables of school climate and school safety.  Intervention initiatives have 
gained significant impetus primarily due to the far-reaching effects school violence has had, not 
only in the myriad educational systems but also global societies.  Thus, if left unattended, this 
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fast-growing sub-culture has the potential to have long-term negative economic, social, 
emotional, and psychological ramifications on global communities.  In fact, there is strong 
empirical evidence that clearly shows that aggression and violence have increased steadily over 
the past twenty years (Hurford et al., 2010). 
Study Findings in Relation to Theoretical Framework  
It is important to also discuss the study findings in relation to the theoretical framework.  
Philosophical assumptions for practice undergirded the theoretical framework of this study.  Key 
conclusions drawn from Bronfenbrenner’s (1976, 1977, 1979) ecological theory served to 
advance and inform the literature and buttress the explication of the school violence phenomenon 
and its nuance variables.  Bronfenbrenner concluded that more competent individualistic 
outcomes are likely in stable environments, whereas, unstable environments decelerate positive 
outcomes (Bronfenbrenner, 1994, 2001; Bronfenbrenner & Ceci,1994; Bronfenbrenner & 
Morris, 1998, 2006).   
Focus group participants’ comments underscored Bronfenbrenner’s (1994, 2001) 
ecological theory in relation to the linkage between individual outcomes and unstable school 
environments.  Sherry asserted: 
They need to acknowledge that the staff that we have here, because in their minds we 
have too many staff members for the students we have – we have almost 800 students and 
we have 62 staff members, according to their ratio that is too many, but in truth and in 
fact we really need more staff members that we can have smaller groups to work with, I 
think that would enhance the safety of everybody on the compound.  (Sherry, focus 
group, November 21, 2016) 
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Hanson (2005) noted that in-school suspensions were often cited as the most humane 
form of disciplinary action simply because it allowed students to remain in school and would not 
impede their academic progress and development.  Bronfenbrenner also concluded that 
individuals with disruptive dispositions have a propensity toward “impulsiveness, explosiveness, 
distractibility, inability to defer gratification, or, in more extreme form, [readily] resort to 
aggression and violence” (Bronfenbrenner & Morris, 1998, p. 1009; 2006, p. 810).  The sub-
theme student discipline coded in the study aligns with the conclusions drawn by Bronfenbrenner 
here.  In her focus group, Sharon stated, “When I think of school violence, I think of like 
aggressive acts – fighting, disrespectful kind of behaviors that take place among the student 
population at the school” (Sharon, focus group, December 07, 2016). 
Amanda, a teacher participant from Mutual Secondary, confirmed the multi-faceted and 
interrelated nature of the student discipline nuance:  
First, I think that the principal has to set standards for discipline, ensure the children 
respect teachers and respect all adults on the compound – because it is not only teachers 
that are being disrespected; so that is the first thing, discipline and respect and also 
treating the members or staff with the respect and dignity that they deserve, and from 
then, it should improve; show appreciation for the members of staff, because to me there 
is an era of ageism setting in when others, like myself, are not being treated with respect 
too from younger members of staff, so that’s another area that has to be looked at and 
improved here.  All members of staff must be treated with respect – regardless of their 
age.  (Amanda, focus group, December 06, 2016) 
Bronfenbrenner also concluded that ecological environments are best understood as 
involving phenomenology of a developing individual in structured environment 
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(Bronfenbrenner, 1994) and that a major advancement to the understanding of the school 
violence phenomenon could be achieved “by paying more explicit attention to the role played by 
the person in development, to processes of development, to culture and subculture as important 
parts of the macrosystem, and the chronosystem” (Rosa & Tudge, 2013, p. 254).  A poor choice 
of words used in the interpersonal communication process has the potential to cultivate deep 
sources of discomfort and hurt which eventually trigger emotional outburst and violent activities 
both towards teachers and other students (Farrell et al., 2007).  The quality of relationships 
among principals, teachers, and students influences individual perceptions of contextual 
overarching interpersonal and intrapersonal relationships (Forbes et al., 2009; Stewart, 2012; 
Zyromski et al., 2009).  The key sub-themes which emerged from sub-question two were: 
leadership style, relationships, and communication also align with the above theoretical 
literature.  
Glenda noted: 
I think that each person – student, teacher, administrator – has to play their role in making 
the environment in which we function safe; so, you come with the mentality that ‘I want 
to make this place safe,’ and I think it starts first with being a human being, being 
humanitarian, showing compassion, showing love, and reaching out. (Glenda, individual 
interview, November 16, 2016) 
Focus group member, Karen, from Liberal Secondary impressed upon the group that she 
felt ineffective communication was indeed a problem.  She commented: 
Greater communication is necessary.  For me, communication is very, very critical in 
terms of . . . getting people to work with you and to get things done.  One of the things 
that I find is that oftentimes, things are misconstrued for lack of a better word, because 
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the lines of communication are ‘fuzzy’ or something has broken down.  But, I think that 
greater communication would be a great help.  Communicating with . . . whether it be 
communicating with year heads, heads of the department, or teachers, but communicate 
and make sure that there is clarity where everything is concerned . . . and people 
understand what it is that you want, how it supposed to be done, who is in charge, how is 
this going to benefit us, why do we need to do it.  So, I believe that communication is 
important and for all.  Even teacher to teacher, teacher to year head, whoever . . . teacher 
to student.  I find that communication is a big problem.  (Karen focus group, November 
21, 2016) 
The key sub-themes which emerged from the investigation of sub-question one were 
general mood, personal environmental perception, student discipline, physical safety, and 
psychological safety.  Based on conclusions derived from Bronfenbrenner’s (1977) ecological 
theory, stable environments are conducive to positive outcomes.  As such, school environments 
are influenced by numerous social, psychological, political, and economic factors affecting both 
the internal and external student and faculty communities (Bonell et al., 2013; Cavanaugh, 2012; 
King, 2012; Lemberger, 2010; Limbos & Casteel, 2008; Villares et al., 2011).  In addition, there 
are considerable variances about perceptions as to how school climate and school violence are 
connected in North America (Skiba et al., 2004).  According to Hurford et al. (2010), “These 
discrepancies are puzzling and suggest that adults are not assessing school threat and climate in 
the same way or as accurately as students” (p. 53).  As seen from the emergent themes, good 
discipline, healthy school climates, and the positive perceptions of environments can affect 
positive outcomes.  Study findings again support the scholarly literature:  
 234 
Amanda noted, “Have dire consequences for like offences and enforce them.  Make the children 
aware of them and enforce those consequences” (Amanda, focus group, December 06, 2016).  
Penny said, “Have zero tolerance for violence . . . zero tolerance so that as they arise . . . you deal 
with them right away . . . and don’t waste time another person” (Penny, focus group, December 
06, 2016).  Focus group participant Celia added:  
So, that you can get a message of consistency, because if you are consistent, you know, if 
you do this, here what would happen and you would think twice.  If you do it and then we 
see reaction from you, and you do it and we see another reaction, and you do it tomorrow 
and nothing is done . . . inconsistent . . . it’s almost like disciplining a child, you know 
when you have a child and you are teaching it manners . . . you would say, ‘say thank 
you.’  To me consistency . . . if you say it once that’s it.  To me consistency along with 
showing that there are consequences for your actions like you said.  I think is one of the 
keys, I know for here.  (Celia, focus group, December 06, 2016) 
Regarding the themes of physical and social safety, it must be understood that aggressive 
children actively socially interact with their less aggressive peers despite their relative 
unpopularity (Henry et al., 2011).  Another factor within the school environment associated with 
students’ aggressive behaviors was based on the level of social interaction among students as 
well as the general perceptions among student of school safety (Henry et al., 2011).  Transcribed 
interviews from a qualitative study conducted by Farrell et al. (2010) noted that urban middle-
school students identified a variety of contextual factors within their school environment that 
would make them more likely to fight than to resort to nonviolent measures.  
The CDC (2009) has recommended using institutional reformation strategies around 
school climate as a strategic intervention to improve the teacher-student relationship, school 
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interconnectedness, and school dropout rates.  Farrell et al. (2010) concluded that “Students in 
schools with better school climate were associated with greater endorsement in norms for 
nonviolence and beliefs about nonviolent responses as well as smaller increases in overt 
victimization” (p. 394).  As such, leadership style, human relation, and communication themes 
linked to students’ disruptive dispositions. 
Celia expressed her views that alluded improvement for school safety.  She noted: 
A metal detector!  I said that . . . we need to have some lock downs, searches.  We need 
to lock down this place and call in police and dogs and search these premises.  Because I 
remember when I was doing my Masters in the classroom teaching . . . it came over the 
loudspeaker . . . it was announced that there was this lockdown and I didn’t understand 
what “lock down” was . . . and you are to close your doors . . . and you are not to come 
out until the all clear has been given . . . my mentor came to me and explained what a 
“lockdown” was . . . we need something like that around here.  (Celia, focus group, 
December 06, 2016) 
Heather, a senior teacher with 21 years teaching experience from Vision Secondary, 
shared her views about the physical safety of her school.  She asserted: 
We need a social worker, somebody who can actually go out into the community and 
work, but as I understand it, our guidance counselors are not social workers, so that is not 
their path.  So, I think the school needs social workers.  The remaining guidance 
counselors, but so that I suppose people would be able to understand better the 
background of the children, but that is something that should be looked at.  Our school is 
an open school; you could get on this compound from at any point of any fence.  It is 
very open.  So, to address that it is a whole set of money.  We would have to . . . all the 
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school is wire fence and short wire fence at that.  (Heather, focus group, December 08, 
2016)   
The key sub-themes which emerged from sub-question three were inadequate resources 
and ineffective programs.  Due to a lack of resources in the Barbadian educational system, 
students with special educational needs were often forced to integrate into academic school 
environments as opposed to vocational school environments.  Prior to the 1970s, it was not 
uncommon to find a dichotomous form of instruction that disconnected mainstream education 
from those with special needs education until the disability rights movement took shape and 
gained impetus (Maki & Tarvydas, 2011).  In such school cultures, students were not perceived 
as having similar rights to administrators and teachers where communication is concerned (Van 
Houtte & Van Maele, 2011).  The following research study findings corroborate the theoretical 
framework and literature:  
Monica explained some additional steps which she believed should be taken to make her 
school safer:  
We definitely don’t have many resources, but one or two cameras in strategic places.  
The good thing about this school is how it is built, there are so many things you can see 
and students not realize that you can actually see them, but there might be, there are a 
couple of pockets that you don’t see unless you go there that could do with some 
cameras.  (Monica, individual interview, November 16, 2016) 
Sherry, in her individual interview, alluded to a lack of resources as prohibiting some of 
the things that could be done to create a healthier school climate.  She said: 
Our students come from the city and the environs of the city and a lot of depressed areas, 
that needs to be looked at, at a level higher than the school itself because they are sending 
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them all here and not putting the resources into the school that they need.  (Sherry, 
individual interview, November 14, 2016) 
In terms of the theme programs, the literature revealed divergent schools of thought 
regarding what strategic interventions should be used to effect economic, social, emotional, and 
psychological transformation.  One perspective advocated violence reduction and elimination 
programs (Edwards et al., 2005; Knox & Roberts, 2005; Miller et al., 2005; Rodney et al., 2005); 
the other valued programs that support the creation of safer school environments (Oswald et al., 
2005; Peterson & Skiba, 2001).  Strategic and innovative remedial initiatives and programs, 
aimed at violence reduction through student intervention and other strategies, have been 
advanced and highlighted (Farrell, Henry, & Bettencourt, 2011).    
Study Findings in Relation to Related Literature 
Any research study undertaken should seek to identify gaps within the body of literature 
and purposefully attempt to add to the existing body of literature.  I attempted to achieve the 
preceding objectives based on the implementation of Saldana’s (2013) qualitative data collection 
best practices including categorization, coding, and theme development.  Based on the utilization 
of these best practices, various points of research alignment, convergence, divergence, and 
uniqueness were highlighted to illustrate a link between study findings and related literature. 
Research study convergence.  This study corroborated much of what has been found in 
the literature concerning school violence, particularly as it relates to its escalation in the past 
couple of decades.  In recent years, some researchers have sought to investigate school violence 
as a phenomenon from a broader perspective, specifically in the context of its relationship to 
school climate and school safety (Han, 2014; Johnson et al., 2012; Kallestad, 2010; Maring & 
Koblinski, 2013; Rosa & Tudge, 2013; Van Houtte & Van Maele, 2011).  According to Thapa et 
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al. (2013), “In the United States and around the world, there is a growing interest in school 
climate reform and an appreciation that this is a viable, data-driven, school improvement strategy 
that promotes safer, more supportive, and more civil K-12 schools” (p. 1). 
Luke’s comments regarding school safety during his individual interview confirmed the 
ecological nature of this nuance.  Luke said: 
These programs would be put in place to have some kind of say, but, but staff members 
would tell you at every staff meeting they don’t feel safe, they don’t feel safe, the 
children will do something to them and they will do something back, it’s that kind of 
thing, so there . . . I don’t think there is any, except for the program that I mentioned . . .  
school safety . . . I think teachers have to rely upon their own safety mechanism.  (Luke, 
individual interview, November 16, 2016) 
Focus group participant, Sherry, in describing what the term school safety means to her, 
made the following comment which further demonstrated its ecological nature:  
There is not much I can add to that because she has just captured everything!  Because 
for me, school safety is basically safety and health at work.  When I am here, I would like 
to know that I am in a classroom that is functioning and that, you know, there are not 
environmental factors that could affect me working here.  (Sherry, focus group, 
November 21, 2016) 
There continues to evolve from within the body of literature a plethora of evidence that 
suggests that school climate dynamics can contribute to student outcomes (Bonell et al., 2013; 
Edwards et al., 2005; Gregory et al., 2012; Han, 2014; Maring & Koblinski, 2013; Thapa et al., 
2013).  Some of the nuances that continue to emerge from these studies point to specific benefits 
such as the development of trusting relationship between teacher, administrators and students, 
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school leadership and administrative styles, and cultural norms within the school environments 
(Dymnicki et al., 2011; Henry et al., 2011).  The thematic importance of school climate 
dynamics, the development of trusting relationship among administrators, teachers, and students, 
and leadership styles in this research study; all converged with the existing body of literature.  
Teacher participant Alex described his perceptions of the relationships among students:  
We don’t have a large number of students who are deviant or violent, most of the times 
the students get along well.  So, the relationships here, they are not perfect, but they are 
getting there . . . and like I told some students earlier today, that if we had a school where 
there is no conflict at all, then we would have to think that something is amiss.  (Alex, 
individual interview, November 23, 2016) 
The CDC (2009) also corroborates the broad-based conceptual, theoretical framework of 
this study.  Its recommendations specifically highlight school climate reform as an evidence-
based strategy that promotes healthy interpersonal and intrapersonal relationships as well as 
improved school culture, stakeholder connectedness, and reduced school dropout rates.  Based 
on the findings of many of research studies cited in this study there appears to be a relatively 
strong argument in support of research study convergence.   
The adoption of an ecological theoretical framework served to explicate the school 
violence phenomenon better.  Results from the study led Farrell, Henry, Mays et al. (2011) to 
conclude that there was an ecological effect for both class norms aggression and “an overall 
ecological effect at the class level but that an individual’s perception of school norms are also 
related to their frequency of aggression” (p. 156).  The results of this research study converge 
with the findings of Farrell, Henry, Mays et al. (2011).  Focus group participant Monica made 
reference to the nuance to diverse individual perceptions:  
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There are also some parents too who have a perception of the school . . . interjection . . . 
‘every parent got a perception’ . . . that they impose on children, because children don’t 
know these things on their own.  We have had parents who have said that when they 
know their children were coming here, they cried.  Because their perception of the 
climate is that there is no place… . . . actually they deem this place to be quite dangerous 
at sometimes, I think they are quite surprised when they hear that something good comes 
out of this school . . . yuh know.  So, they come with a perception . . . and that contributes 
to the climate of the school as well.  (Monica, focus group, December 07, 2016) 
There has been increasing evidence to support the postulation that intervention strategies, 
aimed at reducing school violence, cannot be successfully achieved with unilateral strategic 
focus (Cavanagh et al., 2012; Farrell, Henry, & Bettencourt, 2011; Henry et al., 2011; Lemberger 
2010; Madhay et al., 2014; Side & Johnson, 2014; Shriberg et al., 2015; Teasley, 2013; Triplett 
et al., 2014).  The study sought not only to determine to describe and give meaning to the school 
violence phenomenon but also to discover other possible linked variable nuances.   
Research study divergence.  This study diverted to some degree from traditional 
transcendental phenomenological studies in that it employed a conceptual, theoretical approach.  
Conceptually, the ecological theory is a set of interactive systems that aptly makes allowances 
for the myriad interrelated nuances linked to the school violence phenomenon.  For example, 
school climate, school culture, the physical layout of the school, its crisis management, and 
safety policy guidelines.  The theory provides optimum dynamics that adequately shape and 
explain the context of individual lived experiences (Bronfenbrenner, 1976, 1979; Moustakas, 
1994).   
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As it relates specifically to the school violence phenomenon, the phenomenon of violence 
has been studied, examined, and researched from many perspectives.  In fact, “most theories and 
research examining the causes of violence have focused on one level of explanation, with 
attention to individual reasons for engaging in violent behavior” (Ward et al., 2010, p. 1031).  In 
his individual interview teacher participant Jimmy alluded to a divergence from the unilateral 
approach to violence reduction: 
Am, I am not aware of any, I am not aware of any direct program, there are extra-
curricular activities that are going on, but I don’t know if they are directly aimed at 
school violence, of course, there is a resident police officer, who I have sat in his class, he 
actually comes in and he talks to students, but I don’t know if it is from that point of 
view, or if it is just a cordial, am, partnering of the police force with the school from that 
point of view.  Am, I know of another program AGNAR the AGNAR program which is 
funded in part by USAID, am, but that again is aimed at boys especially in trying to have 
them work with their emotions and bridge their view point about school to work and so 
on, so I don’t know if those specific . . . am . . . I know there is the guidance counselor 
and so on, I don’t know if she actually has, if she speaks to classes wholesale or if it is 
just individual people she tries to reach.  So, yes, I don’t think that the issue of violence, 
as a school problem, has been addressed through those appropriate, any specific program 
type thing.  (Jimmy, individual interview, November 16, 2016) 
Focus group teacher participant Penny, one of the assigned guidance counselors at her 
secondary school, confirmed a perceptual divergence from the unilateral explanation of school 
violence.  Penny noted: 
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School violence to me includes physical violence, aggression in terms of harassment 
from other students, it could be emotional – in terms of threats and so on, that are made 
by other students – it could by student related, it could be student-teacher related, or 
teacher-teacher related.  That’s my understanding of it.  (Penny, focus group, December 
06, 2016) 
In addition, despite variances in perceptions among teachers regarding school violence, 
school climate, and school safety, most of the studies have taken quantitative approaches to 
exploring issues of school safety (Bosworth, Ford & Hernandaz, 2011).  As such, “few studies 
are available on the frequency of these or other types of reported violence or the relationship 
between actual and perceived violence in schools” (Algozzine & McGee, 2011, p. 91). 
Research study extension.  In this research study, while communication emerged as one 
of the themes identified; ‘language’ was specifically identified as a nuance linked to the 
phenomenon of school violence.  None of the literature reviewed on school violence sought to 
isolate ‘language’ as distinct from communication.  As such, language is just one mode of 
communication.  A poor choice of words used and aggression has the potential to eventually 
trigger emotional outburst and violent activities both towards teachers and other students (Farrell 
et al., 2007).  In addition, communication has proven to be one of the key predictors in the 
successful implementation of bullying prevention programs (Kallestad & Olweus, 2003).  
Annandale et al. (2011) asserted that improved communication with parents leveraged more 
positive crisis planning outcomes.  According to Huang et al. (2012), females tended to exhibit 
more covert aggressive behaviors such as verbal aggression, ostracism, and emotionally 
aggressive non-verbal communication.  
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Teacher participant Travis, during his individual interview, in describing the frequency of 
aggressive behavior or violence, made specific reference to the impact of violent language.  He 
noted:  
Fellows are talking a very ordinary conversation with their friends, they are swearing and 
you caution them about the language in the class, they get very hostile and aggressive and 
want to know ‘wha de . . . wrong wid you’ and I would just be writing and they would 
say, ‘You writing wha I care if you write or not.’  There are two fifth forms I have and 
almost every class, as long as certain students are at school, that is going to happen.  
(Travis, individual interview, November 15, 2016)  
In another individual interview, Joy, in describing her person experience with aggression noted: 
I have had students who have been aggressive and using language which was 
inappropriate.  In most cases I am able to calm the child, sometimes I hold them, 
depending on my relationship with them, but normally the encounter ends calmly.  (Joy, 
individual interview, November 23, 2016) 
In his individual interview, Luke expressed similar sentiments concerning the extent to 
which language used by students was affecting aggressive and violent behaviors: 
The language is violent, oh, the language is very, very violent.  I mean, that’s one thing I 
have noted here, the cursing, the profanity, I have never experienced it on a level like I 
have at this school, never.  So, the language, the threats, and the cursing, to me that is.  
(Luke, individual interview, November 16, 2016) 
Focus group participant Luke also noted: 
I would say . . . it’s definitely aggression, but I would want to make it clear that it is not 
only action, but – like in this school – a lot of it is words . . . am . . . the aggressive 
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language and then it blows up . . . I am talking ‘bout student on student.  When I think of 
school violence, I think of student on student aggression, in language and behavior.  
(Luke, focus group, December 07, 2016) 
Focus group participant Monica, in describing her perception of safety, said: “It stems 
from the type of language that they use normally” (Monica, focus, December 07, 2016). 
Implications 
 I presented in this section the theoretical and practical implications for a wide cross-
section of existing and proposed educational stakeholders.  The findings of the study indicated 
that there is a need for the phenomenon of school violence to be treated as an issue requiring 
urgent national attention and focus.  Teacher participants’ voices echo a deafening and 
reverberating clarion call for urgent attention and intervention.  The plethora of variable nuances 
linked to school violence strongly supported the ecological theoretical framework that buttressed 
the foundation of this research study.  I identified several macroenvironmental theoretical and 
practical implications aimed at achieving and sustaining solution-focused intervention outcomes.  
In addition, I provided specific recommendations for traditional educational stakeholders as well 
as outlined a broad-based vision aimed at broadening the net of existing educational stakeholders 
to encapsulate private sector and societal involvement and investment.  
Theoretical Implications 
As the primary researcher, I challenged myself to employ the highest level of qualitative 
inquiry interpretation skills.  One keen insight I gleaned from Patton (2015) was to view my role 
as a qualitative inquirer on two primary pillars.  First, to keep in sharp focus the research 
questions generated during the conceptualization and design phases of my research.  And second, 
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to hone the interpretative and analytical insights that continued to emerge during my data 
collection with a view of gaining further clarification and richer descriptions (Patton, 2015).    
A key assumption made, as principal investigator, was that no two teacher participants 
would perceive the phenomenon of school violence nor its possible linked nuances from the 
same perspective.  This assumption proved to be true in relation to my investigation of the school 
violence phenomenon.  Conclusions from Bronfenbrenner’s (1977) ecological theory concurred 
with some emergent themes from the research study.  First, the themes student discipline, 
physical safety, and psychological safety interrelated “impulsiveness, explosiveness, 
distractibility, inability to defer gratification, or, in more extreme form, [readily] resort to 
aggression and violence” (Bronfenbrenner & Morris, 1998, p. 1009; 2006, p. 810).  Second, the 
themes leadership style, relationships, and communication suggest that “by paying more explicit 
attention to the role played by the person in development, to processes of development, to culture 
and subculture as important parts of the macrosystem, and the chronosystem” (Rosa & Tudge, 
2013, p. 254); sustainable transformation was conceivable.  Third, the themes general mood, 
environmental perception, inadequate resources, and ineffective programs align with ecological 
environments best understood through the phenomenological development of individuals in a 
well-structured environment (Bronfenbrenner, 1994). 
Based on the conclusions derived from Bronfenbrenner’s (1977) ecological theory, I 
assumed a broadened definition of school violence was required to effectively encapsulate its 
potentially linked nuance variables.  The school violence definition I proposed was stated as 
follows: school violence encapsulates (a) individual victimization experiences (Furlong et al., 
1995), (b) gang activities and weapon possession (Kingerly et al., 1985), (c) illegal substance 
abuse (Furlong et al., 1997), (d) bullying (Morrison, 2009), as well as (e) conflict and crisis 
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management (Gorton & Alston, 2009; Nickerson & Brock, 2011).  As such, school climate and 
teacher-student connectedness all contribute to the level of effectiveness of conflict resolution 
approaches and strategies as guided by contextual cultural norms (Annandale et al., 2011; CDC, 
2009; Sue & Sue, 2007). 
As the understanding of school violence as a phenomenon continues to evolve, one of the 
most investigated elements incorporated in the preceding definition continues to be bullying 
(Cowie and Jennifer, 2008; Olweus, 1993, 1997; Side & Johnson, 2014; Teasley, 2013).  
Bullying is one form of low-level violence that health experts now describe as “a major public 
health concern,” (Agnich & Miyazaki, 2013, p. 320) and is therefore, in the context of this 
definition, worthy of special discussion.  Teacher participants in this study made several 
references to bullying programs instituted in government-owned Barbadian secondary schools.  
However, many participants were unsure as to whether bullying was considered a form of school 
violence and questioned the effectiveness of the programs.  Gaining an understanding of the link 
between school violence to nuance variables including bullying, was critical to the development 
of effective intervention strategies (Bonell et al., 2013; Dymnicki et al., 2011; Han, 2014; 
Hurford et al., 2010; Skiba et al., 2004; Thapa et al., 2013).   
A very reputable federal agency, the U.S. DHHS, through its stopbullying.gov website, 
constructed the following bullying definition: 
Bullying is unwanted, aggressive behavior among school aged children that involves a 
real or perceived power imbalance.  The behavior is repeated, or has the potential to be 
repeated, over time.  Bullying includes actions such as making threats, spreading rumors, 
attacking someone physically or verbally, and excluding someone from a group on 
purpose.  (para. 2) 
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According to Ttofi and Farrington (2011), “It is not bullying when two persons of the 
same strength (physical, psychological, or verbal) victimize each other.  Bullying primarily 
involves imbalance of power and repeated acts” (p. 8).  The individual with more power takes 
advantage of the perceived power imbalance to inflict harassment to another individual who is 
often time physically, psychologically, and socially weaker (Olweus, 1993, 1997).  Given the 
lack of consensus regarding what is an appropriate definition for bullying, some researchers and 
practitioners have sought to create a more holistic definition.  Espelage and Swearer (2003) 
allude to the diversity of definitions based on the wide variations and measures utilized in 
conceptualizing definitions.  Cowie and Jennifer (2008) succinctly state, “While there has been a 
growing worldwide interest in school bullying among practitioners, researchers, and parents and 
carers [sic] over the past 25 years, there is currently no consensus regarding its definition” (p. 1).  
Bullying has become one of the most prevalent forms of school violence in recent years, and as 
such, has been given considerably more attention by scholars, educators, and helping 
professionals (Cowie & Jennifer, 2008; Duncan, & Owens, 2011; Espelage et al., 2013; Espelage 
& Swearer, 2003; Olweus, 1993, 1997).  In addition, aggressive behaviors, harassment, 
victimization, bullying, and related school violence activities have been associated with special 
education services and students with various learning disabilities (Mishna, 2003; Rose, Monda-
Amaya, & Espelage, 2011).  As such, it has become evident that the school violence 
phenomenon is far more complex that originally perceived (Dragowski & Scharron-del Rio, 
2014).   
Practical Implications 
Much of the violence seen in the Barbadian school system stems from student frustration, 
particularly from low-achieving students.  There is an urgent need for curriculum revision at the 
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primary, secondary, and tertiary levels to incorporate a combination of academics, business and 
entrepreneurship, and skills/trade training.  Such programs would require partnership programs 
to be developed and firmly established among traditional and lower-level educational 
institutions.  These partnerships should establish with cross-cultural educational partners and 
training organizations, and public and private organizations both regionally and internationally.      
Much of the aggression displayed by students manifest due to poor human relations skills 
demonstrated by administrators and teachers as reported in the data collection process of this 
study.  The study also revealed that there was some level of ignorance about the ecological 
factors associated with school violence phenomenon, particularly in relation to its scope and 
linkages to nuanced variables.  On-going education and training which seeks to develop and 
improve teachers’ knowledge based on these and other salient issues are strongly encouraged.   
There may be a need to educate both administrators and teachers how to identify students 
with learning disabilities and behavioral issues better.  This educational process would serve to 
facilitate a proactive versus reactive approach to behavior control practices.  Teacher participants 
perceived that the style of leadership adopted and implemented by the administrators (principals) 
acts as a catalyst to the development of healthy school climates.   
There was strong evidence from this research study that indicated that there were 
insufficient financial and human resources available to secondary schools to address the plethora 
of attendant issues adequately.   In this regard, there is also strong evidence to support that 
educational stakeholders need to invest significantly more financial and human resources in 
initiating the much-needed intervention strategies required to bring sustainable micro- 
transformation in our secondary schools and macro-transformation in the Barbadian society. 
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Recommendations.  I would also recommend that the curriculum of the institution 
responsible for preparing teachers to enter the teaching profession, Erdiston Teaching College, 
be significantly revamped to incorporate at least basic training.  A few of the courses 
recommended include leadership development, social services, educational psychology, conflict, 
crisis and threat management, time management, human relations, and effective interpersonal 
and intrapersonal communication.  Diverse curricula are recommended based on the expected 
functional responsibility.  There should be an administrator’s curriculum and another curriculum 
developed specifically for those having no administrative goals or aspiration.    
I would recommend that administrators undergo intense leadership training with 
leadership experts both prior to adopting and while engaged in their leadership roles.  In 
addition, I highly recommend the implementation strategies and “best practices” needed to 
develop and sustain healthy school climate growth and development.  I would recommend that 
suitable organizations or agencies be used by the Ministry to educate teachers and students on 
both low-level and high-level violence reduction strategies.  Some courses recommended include 
leadership development, life coaching, conflict resolution, peer-accountability, effective 
communication, career guidance, student-teacher connectedness, community and public 
relations, ethics, and Christian education. 
I would recommend that the Ministry of Education, Science, Technology, and Innovation 
intentionally adopt a culture that seeks to identify and embrace strategic partnerships with 
suitably qualified leadership development.  For example, economic and social development 
practitioners and agencies to effectively meet the obvious shortfall in demand for such services 
that the Ministry’s student support services department is unable to supply.  There is a great need 
for collaboration among the stakeholders in the Barbados education system.  I would recommend 
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an annual “Education Stakeholder Conference.”  Essentially, this conference would serve as a 
strategic planning event where structured “think tanks” and “brainstorming sessions” would be 
conducted among all stakeholders.  Lastly, I would recommend an urgent marketing initiative 
being undertaken by the Ministry to sensitize corporate Barbados to its needs for funding.  I 
recommend initiating an “Adopt-a-School” program where corporate entities partner with 
schools to meet their most pressing financial needs.  The proposed recommendations are by no 
means extensive but serve to address the most urgent educational stakeholder recommendations. 
Delimitations and Limitations 
 Delimitations are purposeful and intentional decisions made by a researcher to define the 
scope and boundaries of a given study.  Limitations are the potential weaknesses associated with 
a given study that are beyond the control of the principal investigator (Simon, 2013).   
The delimitations of a study are the specific characteristics that both limit its scope and 
clearly establishes its boundaries (Simon, 2013).  The delimitations are the parameters of the 
study that one can control.  The delimitations in this study included the location choice which 
has specific cultural and economic boundaries based on its world rated number one ranking in 
literacy per capita (United Nations Development Programme, 2012), particularly as a developing 
country.  This study was delimited to the secondary schools on the island of Barbados, West 
Indies.  In addition, all teachers selected came with diverse experience, training, and 
responsibilities related to their scope of duties at their assigned secondary schools.  This 
demographic was chosen to achieve minimum variation among the participants who would have 
had lived experiences with the school violence phenomenon. 
Other delimiting factors that contributed to the study included: the research questions I 
chose to develop, the theoretical framework and perspectives that I adopted which I perceived 
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were best suited for this study, the ultimate choice I made with regards arriving at the research 
problem and the purpose statement I developed, the intent of the study and its specific intended 
accomplishments and the study’s implicit or explicit understanding (Simon, 2013).  These 
delimiting factors facilitated and guided my site selection as well as the criteria for my 
participants’ selection.  In addition, having made a choice that an ecological theoretical 
framework was optimally suited for this study, selecting a transcendental phenomenological 
approach also established clearly defined boundaries for the research methodology. 
Limitations are the potential weaknesses associated with a given study that are beyond 
the control of the principal investigator (Simon, 2013).  Despite all attempts to optimize the 
delimitations of the research study, limitations still existed which were beyond my control.  In an 
effort to optimize the delimitations of the study, I intentionally made decisions that served to 
“focus or narrow the scope of the study” (Rockinson-Szapkiw & Spaulding, 2014, p. 168).  Since 
this study primarily focused on the secondary school (U.S. sixth through 12th grade) community, 
and four specific geographically located government-owned schools on the island of Barbados in 
the West Indies; the ethnicity was predominantly a black population and had ethnic and cultural 
limitations.  Other limitations as a doctoral candidate included limitations of time and financial 
resources, both of which were crucial to the outcome of most research studies. 
 A limit of this study was the number and scope of participant selection, the number of 
possible procedures implemented in the given timeframe, and the number of persons employed 
in both data collection and data analysis procedures (Patton, 2015).  In addition, to effectively 
limit and define the boundaries of the study, a purposeful decision was made to use criterion 
sampling with minimum variation (Moustakas, 1994).  The primary criterion engaged was that 
all participants would: (a) be presently teaching at a government-owned secondary school in 
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Barbados; (b) have some level of diversity about gender, training, experience, and 
responsibilities; and (c) have had some common lived experience with school violence.  This 
transcendental phenomenological study was primarily descriptive (Moustakas, 1994). 
 The sites chosen represented schools with low academic achieving students who 
predominantly came from the lowest socio-economic segment of society and which reported 
high incidents of school violence to the Ministry of Education, Science, Technology, and 
Innovation on the island of Barbados.  In addition, there was empirical data that closely 
associated this demographic with maladies linked to aggression, “in a recent study of more than 
42000 11 – to -17 –year-olds, school violence was associated with internalizing behaviors (e.g. 
depression, anxiety, sadness, withdrawal) and externalizing behaviors (e.g. problems with 
conduct, getting along with others, bullying” (Basch, 2011, p. 621). 
A number of potential challenges accompanied this research plan namely, (a) a 
transcendental phenomenological study should not be too rigidly structured, (b) the phenomenon 
of choice and school violence requires a broad-based conceptual understanding that is buttressed 
on a substratum of solid philosophical assumptions, (c) I had to identify and understand these 
abstract assumptions proactively, (d) I had to prayerfully and carefully select the participants, (e) 
it may have been difficult to find individuals who had all experienced the phenomenon, and (f) I 
was challenged to overcome the difficulties associated with bracketing due to my personal core 
values, beliefs, worldviews, and political and cultural perspectives (Moustakas, 1994). 
Finally, the definition of school violence presented limitations to the study.  A review of 
the literature described school violence in broad terms.  In this study school violence is defined 
as: (a) individual victimization experiences (Furlong et al., 1995), (b) gang activities and weapon 
possession (Kingerly et al., 1985), (c) illegal substance abuse (Furlong et al., 1997), (d) bullying 
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(Morrison, 2009), as well as (e) conflict and crisis management (Gorton & Alston, 2009; 
Nickerson & Brock, 2011).  This limitation presented an opportunity (a) to identify new gaps in 
the literature, (b) to describe the school violence phenomenon from an ecological framework, 
and (c) to justify investigations of characteristics such as the perceptions of faculty in diverse 
cultural settings which have the potential to “improve conceptual density and ensure validity” 
(Johnson et al., 2012, p. 93). 
Recommendations for Future Research 
There is a need for more research on the phenomenon of school violence.  It is apparent 
that the complexity of this phenomenon, to a large extent, has been underestimated.  Thus, one-
level theoretical applications have frequently been used to explain this complex phenomenon 
without adequate regard to other variables (Ward et al., 2010, p. 1031).  I strongly suggest the 
need to consider more nuanced-related phenomenological studies.    
Some of these nuanced variables include leadership training and development, 
professional etiquette, effective communication, personality development, life skills, core 
competencies development, crisis and threat management, conflict management and resolution 
skills, policies and procedures development, school climate and culture influences, interpersonal 
and intrapersonal relationships, as well as student-teacher connectedness, and community and 
public relations.  School variables such as physical plant layout, teacher-student ratios, curricula 
design, as well as personal and life development skills training also need to be further 
investigated.   
In addition, it would be beneficial if future studies employed diverse methodological 
approaches to both data gathering and data analysis.  There are numerous qualitative research 
methodologies that can be adapted and innovated to add greater depth, value, and richness to 
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research design, data gathering procedures, and data analysis techniques (Moustakas, 1994; 
Patton, 2015; Saldana, 2013).  For example, ethnographic, narrative, grounded theory, and case 
study methodologies.  Well-developed and executed phenomenological studies require 
considerable researcher time, patience, bracketing skills, and author reflexivity (Moustakas, 
1994).  The successful applications of such diverse skills-set require considerable personnel and 
experience.  I would highly recommend grant funding for conducting larger scale school 
violence research studies in Barbados and the wider Caribbean region.  
Finally, there is a need for future research to assess and evaluate the effectiveness of 
some of the anti-bullying programs and other violence-reduction programs currently being 
implemented by both the Ministry of Education, Science, Technology, and Innovation as well as 
private agencies in Barbados.  In addition, future research needs to incorporate data gathering 
from other stakeholders such primary schools, tertiary institutions, vocational and skills training 
institutions, principals, administrators, support staff, parents, school communities, and churches, 
as well as private and public-sector organizations who also play a pivotal role in the long-term 
development of education in both developed and developing countries across the globe.  In sum, 
there is a need for research that would have a global impact.  
Summary 
School violence has now become a global cultural epidemic and is a much more complex 
phenomenon than originally perceived.  Educational stakeholders have sought to acquire an 
understanding of the possible linkages and nuances between school violence, school climate, and 
school safety (Han, 2014; Kallestad, 2010; Rosa & Tudge, 2013; Van Houtte & Van Maele, 
2011).  I designed this study seeking to lend additional support for the adoption of an ecological 
framework such as Bronfenbrenner’s (1977) ecological theory in conjunction with the 
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development and implementation of new and innovative responses to school violence.  The 
findings of this study provide strong evidence for both assumptions.   
The spectrum of codes identified in both the first cycle (In Vivo and Emotion coding) and second 
cycle coding (Pattern and Focused coding) processes was quite extensive (see Appendix O).  The 
consequential themes that emerged from teacher participants’ textural descriptions of their lived 
experiences with school violence and its possible nuanced variables were quite astounding.  
Some of the nuanced variables directly and indirectly transcribed and encapsulated by 
participants included leadership training and development, professional etiquette, effective 
communication, personality development, life skills, core competencies development, crisis and 
threat management, conflict management and resolution skills, policies and procedures 
development, resource allocation, school climate and culture influences, interpersonal and 
intrapersonal relationships, as well as student-teacher connectedness, community and public 
relations.  Another major takeaway from this study was the discovery of how prominently the 
nuance of disrespect featured based on the document analysis process.  The key references made 
to this nuance by teacher participants I discussed earlier.  This observation underscores the 
justification for (a) a broad-based definition of school violence and (b) adopting an ecological 
framework to explicate the school violence phenomenon best.  Conclusively, school violence 
reduction can only be successfully achieved with a deeper understanding of “the complex social, 
cultural, and historical contexts in which violence is perpetrated” (Dragowski & Scharron-del 
Rio, 2014, p. 10).   
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APPENDICES 
Appendix A: Approval Document 
 
 
 
October 5, 2016 
 
John E. N. Daniel 
IRB Approval 2659.100516: A Transcendental Phenomenological Study Describing the 
Perceptions of Barbadian Teachers on Secondary School Violence 
 
Dear John E. N. Daniel, 
 
We are pleased to inform you that your study has been approved by the Liberty IRB. This 
approval is extended to you for one year from the date provided above with your protocol 
number. If data collection proceeds past one year, or if you make changes in the methodology 
as it pertains to human subjects, you must submit an appropriate update form to the IRB. The 
forms for these cases were attached to your approval email. 
 
Thank you for your cooperation with the IRB, and we wish you well with your research  
project.  
 
Sincerely, 
 
 
G. Michele Baker, MA, CIP 
Administrative Chair of Institutional Research 
The Graduate School 
 
Liberty University | Training Champions for Christ since 1971 
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Appendix B: Permission to Conduct Research 
 
CHIEF EDUCATION OFFICER 
         MINISTRY OF EDUCATION. SCIENCE. TECHNOLOGY AND INNNOVATION 
 
Fax: (246) 436-2411        ELSIE PAYNE COMPLEX 
Tel. No.: (246) 430-2709        CONSTITUTION ROAD 
Ref.No.: CH Tl         ST. MICHAEL, BB11124 
    
        
30th September, 2015 
 
Mr. John E. N. Daniel 
Leadership Empowerment and Psychological Services Inc. 
5463 Hansel Ave, Suite H9 
Orlando, FL, 3280 
Dear Mr. Daniel 
I acknowledge receipt of your letter dated 18th September, 2015 in which you are requesting 
permission to conduct a qualitative transcendental phenomenological study in four secondary schools 
which you have selected. 
 
This is to inform you that the Ministry of Education, Science, Technology and Innovation has given 
permission for you to conduct research at the following schools in order to obtain information to assist 
you in the preparation of your dissertation: 
 
 
 
You should contact the Principals of the four schools selected above in order to make the   necessary   
arrangement   to   facilitate   the   process   to   conduct   the   study. 
 
The Ministry notes that the research "seeks to describe the common lived experiences of several 
individuals and to accurately describe the essence of school violence as a phenomenon" and "to 
capture the collective experiences of participants in a culture that is distinct from that of North 
America". 
 
It is being requested that on completion of your research study you submit a copy of your findings to this 
Ministry. 
 
Yours sincerely 
 
 Karen Best (Mrs.) 
Chief Education Officer (Ag.) 
 
 293 
Appendix C: Principals’ Pre-Data Structured E-mail 
E-mails Sent to Principals 
 Dear Sir/ Madam, 
 
I am a doctoral candidate at Liberty University, Lynchburg, Virginia in the school of 
Education.  I propose to conduct research involving a qualitative transcendental 
phenomenological study, which seeks to describe the common lived experiences with 
school violence of several participants.   
 
The Ministry of Education, Science, Technology, and Innovation has granted permission 
for me to conduct this study at your school.  I propose to schedule a meeting with you to 
discuss details pertaining to your teachers being participants in this study; once I have 
been granted permission by Liberty University’s Institutional Review Board.   
 
Thank you. 
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Appendix D: Permission Letters to Principals 
 
 
Month, date, 2015 
 
 
Mr. Xxxxxxxxx Xxxxxxxx 
Principal 
Xxxxxxxx Xxxxx Xxxxxxxxx Xxxxxx 
Xxxxxx 
Xx. Xxxxx 
 
Dear Mr. Xxxxxxxx, 
 
I am a doctoral candidate at Liberty University, Lynchburg, Virginia in the School of Education.  
I am presently in Barbados this fall to conduct research with the intention of acquiring valuable 
information that may be used towards writing my dissertation thus completing my doctorate; and 
I would like to include your school in my study.    
 
I propose to conduct a qualitative transcendental phenomenological study.  This study 
intentionally seeks to describe the common lived experiences of secondary school teachers, and 
to accurately describe the essence of school violence as a phenomenon.  It also seeks to capture 
the collective experiences of participants in a culture that is distinct from that of North America.    
 
I would like to solicit relevant documents from principals.  In addition, I would also like to 
conduct recorded individual face-to-face interviews and recorded focus groups with teachers 
concerning their perceptions of school violence, school climate and school safety in the 
Barbadian secondary school system as well as to solicit their ideas for improvement.  The study 
will also attempt to determine whether these nuanced variables are linked to the school violence.  
  
Should you have any questions or require any further information I may be contacted at: 
info@leapsinc.com; jedaniel2@liberty.edu or local cell number (246) 232-XXXX.  You may 
also feel free to contact my doctoral advisor; Dr. Christopher Clark at: cclark7@liberty.edu or 
(434) 582-XXXX.   
 
Thank you for your kind consideration of my request. 
 
Sincerely, 
 
John E. N. Daniel 
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Appendix E: Principals’ Pre-Data Script 
 Principals’ Script 
 
As a follow-up to my introductory e-mail and subsequent permission letter request, I am 
contacting you to schedule a meeting to discuss the necessary arrangements required to 
best facilitate my research study.  Specifically, I would like to discuss what specific 
documents could be made readily available to assist in my documentation review.  For 
example, official letters related to school violence, student suspension and/or student 
expulsion records and official memos, meeting minutes, or any other school records that 
provides a deeper understanding of school violence will be needed to facilitate the study; 
once I have been granted permission by Liberty University’s Institutional Review Board.   
 
Best regards, 
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Appendix F: Recruitment Letters to Teacher Participants 
Month xx, 2016 
 
 
Mr./Miss./Mrs. 
Secondary School  
Address 
xxxxxxxxxxxx 
xxxxxxxxxxxx 
Parish 
Dear xxxxx, 
 
As a graduate student in the School of Education at Liberty University, I am conducting research 
as part of the requirements for a Doctoral degree. The title of my research project is: A 
Transcendental Phenomenological Study Describing the Perceptions of Barbadian Teachers on 
Secondary School Violence.  The purpose of my research is to describe and give meaning to 
teachers with regards to their experiences with secondary school violence in Barbados, West 
Indies and I am writing to invite you to participate in this study. 
The criteria for participants’ selection are that secondary school teachers should be of varying 
gender, age and experiences and have had lived experiences school violence with first to fifth 
form (U.S. sixth through 12th grade) students.  Should you be willing to participate in this study, 
you will be asked to be involved in one face-to-face recorded individual interview lasting 
approximately 30 to 45 minutes and one peer-teacher recorded focus group, led by me, which 
should last approximately 45 to 60 minutes.  Your participation will be completely confidential, 
and no personal, identifying information will be required.  To indicate your willingness to 
participate, please complete the attached informed consent teacher participant form and contact 
me either by telephone or e-mail.  I will make the necessary arrangements with you to collect the 
consent form a few days prior to our agreed interview date.   
Thank you for considering my request to participate in this study.   
Sincerely, 
John E. N. Daniel 
Liberty University Doctoral Candidate  
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Appendix G: Consent Form for Teacher Participants 
 
 A TRANSCENDENTAL PHENOMENOLOGICAL STUDY DESCRIBING THE 
PERCEPTIONS OF BARBADIAN TEACHERS ON SECONDARY SCHOOL VIOLENCE 
 
John E. N. Daniel 
Liberty University 
 School of Education 
 
 
You are invited to be in a research study that seeks to identify best practices, as perceived by participants, 
aimed at reducing school violence in Barbados.  You were selected as a possible participant because you 
have had a lived experience with school violence.  In your capacity as a teacher participant, you are asked 
to read this form and to ask any questions you may have before engaging in the participation of the study.            
 
John E. N. Daniel, a doctoral candidate in the School of Education at Liberty University, is conducting 
this study.  
 
 
Background Information: 
 
The purpose of this study is to describe and give meaning to secondary school teachers experiences with 
secondary school violence in Barbados, West Indies.  The study will assist in identifying best practices, as 
perceived by teacher participants, which align with optimal program interventions aimed at reducing 
school violence.  Specifically, it describes teachers’ perceptions and provides a composite description of 
the essence of all the participants’ views.   
 
In addition, despite variances in perception among teachers, with regards to school violence and safety; 
most of the studies have taken quantitative approaches to exploring issues of school safety (Bosworth, 
Ford & Hernandaz, 2011).  Hence, the fact that this transcendental phenomenological study focuses on 
the perceptions of teachers makes it even more significant.  This data may be helpful in assisting policy 
makers and educational stakeholders in attaining meaningful information that would assist in the 
development of strategic and contextual anti-violence program interventions.   
 
 
Procedures: 
 
If you agree to be in this study, I will ask permission to do the following: 
 
1. Participate in an individual recorded interview on school violence.  The individual interview 
sessions are expected to last between 30 to 45 minutes. 
 
2. Participate in a recorded focus group session. Focus group sessions are expected to last between 
45 minutes to 60 minutes.   
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Risk and Benefits of being in the Study: 
 
The risks involved in this study are minimal in that participants will not be exposed to any undue risks 
above and beyond those one would likely encounter during everyday life.  Some of the questions asked 
during the interview may make the participant feel uncomfortable or may be difficult to answer.  
Participants are free to stop the interview without prejudice at any time and may choose not to answer any 
question that makes them feel uncomfortable. 
 
Compensation: 
 
There will be no compensation provided for those who agree to participant in this study. 
 
Confidentiality: 
 
The records of this study will be kept private. Pseudonyms will be assigned to all teacher participants and 
schools.  In any sort of report that I might publish, I will not include any information that will make it 
possible to identify a subject. Research records will be stored securely on password protected flash drives 
in my personal safe at my home and only I will have access to the records.   
 
Voluntary Nature of the Study: 
 
Participation in this study is voluntary. Your decision whether to participate will not affect your current or 
future relations with Liberty University.  If you decide to participate, you are free to not answer any 
question or withdraw at any time without affecting those relationships. Should you wish to withdraw from 
the study, this may be accomplished at any time by communicating such a desire in writing to the 
undersigned, John E. N. Daniel, the principal investigator. 
 
How to Withdraw from the Study: 
 
Should you choose to withdraw, data collected from you, apart from focus group data, will be destroyed 
immediately and will not be included in this study. Focus group data will not be destroyed, but your 
contributions to the focus group will not be included in the study if you choose to withdraw.  
 
Contacts and Questions: 
 
The researcher conducting this study is: John E. N. Daniel.  You may ask any questions you have now.  If 
you have questions later, you are encouraged to contact me at home (246) 436-7164; cell (246) 232-
1024; or via email at jedaniel2@liberty.edu or johnendaniel7@gmail.com 
You may also contact the research’s faculty advisor, Dr. Christopher Clark, at cclark7@liberty.edu.  If 
you have any questions or concerns regarding this study and would like to talk to someone other than the 
researcher, you are encouraged to contact the Institutional Review Board, 1971 University Blvd, Green 
Hall Suite 1887, Lynchburg, VA 24515 or email at irb@liberty.edu 
 
Please notify the researcher if you would like a copy of this information to keep for your records.  
 
Statement of Consent: 
 
I have read and understood the above information. I have asked questions and have received answers. I 
consent to participate in the study. 
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 The researcher has my permission to audio-record me as part of my participation in this 
study.  
 
______________________________________________________________________________ 
Signature          Date 
 
 
______________________________________________________________________________ 
Signature of Investigator        Date 
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Appendix H: Teacher Participants’ Pre-Data Script 
Teacher Participants’ Script 
 
You have been selected to participate in a research study about the perceptions, 
experiences and meaning of school violence school climate and school safety.  The data 
obtained from this study should inform policy makers and educational stakeholders of 
meaningful information that should assist in the development of strategic and contextual 
anti-violence program interventions.   
 
If you agree to participate in this study, you will be asked to participate in: (a) a recorded 
individual face-to-face interview lasting approximately 30 to 45 minutes, and (b) a 
recorded peer-teacher focus group session lasting approximately 45 to 60 minutes.  
 
Your names will remain confidential as pseudonyms will be used for all teacher 
participants as well as your secondary school.  If you would like to participate, please 
contact the researcher at home (246) 436-7164; cell (246) 232-1024; or via email at 
jedaniel2@liberty.edu or johnendaniel7@gmail.com.  A consent form will be e-mailed to 
you which I require you to sign and return to me.  I will make the necessary arrangements 
to collect the informed consent form from you a few days prior to our scheduled 
interview.      
 
I will also provide you with a copy of the consent form for your personal records. 
 
Thank you. 
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Appendix I: Document Analysis Samples 
Document analysis is a systematic procedure used to evaluate documents containing 
source data relevant to a qualitative study in order to elicit meaning, acquire deeper 
understanding and develop empirical knowledge (Corbin & Strauss, 2008).  I examined and 
analyzed a variety of disciplinary-related documents.  I also presented numerous templates and 
samples of internal documents used at the research sites to proactively manage and reduce the 
school violence.    
The student conduct card is used to monitor student conduct following a level 1 
infraction.  The conduct card is a detailed document geared to assess and monitor the student in 
specific areas namely:  punctuality, deportment, preparedness for school and classroom 
activities, classroom participation and student conduct.  The rating scale for student assessment 
range is as follows: 5 - excellent, 4 - good, 3 - fair, 2 – below average, and 1 – poor.   
The form includes a section for comments to be made by teachers which must be either 
initialed or signed.  Parents or guardians are also required to comment on the student’s progress 
and to affix their signature(s) accordingly.  Lastly, the school principal’s remarks and signature is 
also included on the student conduct card.  I reviewed several student conduct cards during my 
analysis.    
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Vision Secondary Student Conduct Card 
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The student contract was another document I reviewed at Vision Secondary.  It sought to 
hold students responsible and accountable for their behavior.  Such documents are common to 
the helping profession.  The student contract document was created to deal with student 
violations that the teacher perceived warrants a high level of commitment from the student for 
change.  The document was developed to meet both the needs of the student and the desired 
outcomes of the teacher involved in the student violation.   
The student contract was not a legally binding document, but rather served as a 
behavioral accountability agreement between student and teacher.  Student rewards were gained 
for compliance and achievement of the mutually agreed goals.  Similarly, there were mutually 
agreed consequences for student breaches of the agreement.  The signatures of the teacher and 
the student entering the agreement and a witness were also required. 
Vision Secondary School Student Contract  
Vision Secondary School 
Alkins Boulevard 
Smith Road 
Bridgetown 
 
Name of Student:………………………………………………………………… 
 
Rewards to be gained: 
• Behavior points based on the ratings received on the monitoring card.  Accumulated 
points s received on the monitoring card.  Accumulated points to be redeemed for special 
gifts/honours. 
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Consequences for breaches will apply from the options below: 
• Movement Pass 
• Full lunch time detention (Separation from friends, playtime and lunchtime privileges) 
• After school detention (30 Minutes) 
• A parent Conference 
• In-school suspension 
• Referral to the Guidance Counsellor 
• Flogging 
• Out-of-school suspension with referral to Edna Nicholls Centre 
I therefore agree to: 
1. Get to school before 8:15 a.m. each morning and attend all morning assemblies. 
2. Attend all of my classes for their full duration (no idle running/walking around school) 
and be on time for each session. 
3. Take part in all classroom activities, completing all assignments given. 
4. Bring to school the text books, exercise books, stationery and all items needed for my 
classes. 
5. Look tidy in my school uniform with my school shirt tucked neatly in my pants. 
6. Speak to my teachers respectfully and obey all instructions they give me. 
7. Present my monitoring card to teachers at the end of each lesson.  Give the monitoring 
card to my mother each evening for her to sign after we discuss the ratings. 
8. Report to my form teacher each morning by 8:15 a.m. with the monitoring card, 
stationery and my books for the day’s timetable. 
9. Report to my Form teacher at the end of each school day with the monitoring card and 
books to show notes written, assignments given and discuss the day’s activities. 
10. Join an extra curricula activity at school and channel my energy and creativity in a 
positive manner. 
 
Signature (Student):………………………………………………………………………………... 
Signature (Teacher):………………………………………………………………………………... 
Signature (Guidance Counsellor):……………………………………………………...................... 
Mutual Secondary school developed an internal document to guide its disciplinary 
process.  A copy of this document has been provided for easy reference. The document detailed 
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23 potential core infractions, the punishment options for first offences and the options for 
punishment if any offence is committed more than once.   This was another document I reviewed 
to triangulate the research process. 
Mutual Secondary School Protocol for Discipline 
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Mutual Secondary School Protocol for Discipline 
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Mutual Secondary School Protocol for Discipline 
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Another document reviewed at Mutual Secondary was the detention notice form. It was 
dated and addressed to the parent or guardian of the child being disciplined.  The form gave 
details as to the specific form the student is currently assigned at the school as well as the 
specific time and duration of the student detention.  The form had five categories for which a 
detention could be given namely: not doing homework or assignment, failure to bring textbooks, 
games clothes or tools for classes, being consistently late for school, using abusive 
language/showing disrespect and other.  The form also bore the relevant signatures of the teacher 
giving the detention as well as the principal.  
Mutual Secondary School Notice of Detention 
 
 309 
Another key form reviewed was a form developed at Mutual Secondary to improve 
discipline and reduce school violence.  It was the behavior report form.  This document is a 
behavior modification tool aimed at improving student behavior and the student’s overall 
performance at school.  Students were assessed on punctuality, class attendance, tasks focus, 
self-control regarding violent behavior and speech, and respect for teachers and other students.  
A rating scale was provided with the following ratings: 1-excelent, 2-good, 3-fair, and 4-
unsatisfactory.  A teacher’s comments section was also included on the form. 
Mutual Secondary School Behavior Report Form 
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Mutual Secondary School Behavior Report  
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The class attendance register was a document developed to monitor class attendance.  I 
reviewed several of these documents at assess student call attendance at the research sites under 
investigation.  It was developed to assist substitute teachers due to their unfamiliarity with the 
students in the class to which they may have been asked to substitute.  The form was structured 
with the absent teacher and substitute teachers’ information.  It also included: the class being 
substituted, the class period, the arrival time and name of the student(s) being monitored.  There 
was also provision made on the form for any comments the substitute teacher may need to make 
as well as the teacher’s signature and the date. 
Mutual Secondary School Class Attendance Register 
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The school incident report was another document I reviewed.  The nature of the incident 
reports viewed varied considerably, but clearly represented level one, level two, and level three 
violations as outlined in the student disciplinary code (Student Discipline Code, 2004).  It made 
provision for the following: student name, form, date, approximate time of the incident, the 
incident location, a detailed description of the incident/offense, the action taken by, and signature 
of, the teacher involved, the year head and an administrator’s signature. 
Mutual Secondary School Incident Report 
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During the document analysis, I reviewed several notices of suspension forms.  There 
were various breaches of discipline outlined.  However, when I compared the breaches of 
discipline with the level one, level two, and level three violations as outlined in the Ministry of 
Education, Science, and Technology’s Student Discipline Code document; level three violations 
I found to be the most prevalent.  I also observed that the Edna Nicholls Center was the most 
referred institution and the most common timeframe for suspensions was ten days.  
Liberal Secondary Notice of Suspension 
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Liberal Secondary’s behavior report form was identical to that used at Mutual Secondary.  
This document was also being used as a behavior modification tool aimed at improving student 
behavior and the student’s overall performance at school.  Students were assessed on punctuality, 
class attendance, tasks focus, self-control regarding violent behavior and speech, and respect for 
teachers and other students.  A rating scale was provided with the following ratings: 1-excelent, 
2-good, 3-fair, and 4-unsatisfactory.  A teacher’s comments section was also included. 
Liberal Secondary Behavior Report Form 
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Liberal Secondary Behavior Report Form 
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Several disciplinary infractions require guidance and counseling.  Based on both the 
nature of the infraction and the judgement of the teacher, a student may be referred to the 
school’s guidance counselor.  At Liberal Secondary, an internal referral form has been created to 
facilitate this process.  The form required that the student’s name, his/her form, address, the 
student’s parent or guardian, date and telephone number be given.  Based on the incident or 
behavior of the student, the reason(s) for the referral was notated.  In addition, as much detailed 
background information on the student as can be attained, was supplied.  The signatures of the 
teacher requesting the referral, the year head and an administrator was provided.  
Liberal Secondary Guidance and Counseling Internal Referral Form 
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Documental analysis also led me to the discovery of Juvenile Liaison Scheme forms.  
This program is one of the further courses of action that can be taken by a school following any 
student suspension.  The Juvenile Liaison Scheme is an intervention program targeted to at-risks 
students and is aimed at preventing them from becoming part of the criminal justice system.  The 
program is implemented by the Royal Barbados Police Force.  Some of its intervention strategies 
included: camps, tours, conflict resolution, deportment and decision-making skills development.  
I observed that several students from the sites investigated had been referred to the Juvenile 
Liaison Scheme.   
Liberal Secondary Juvenile Liaison Scheme Referral Form 
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In 2008 the Barbados Association of Principals of Public Secondary Schools (BAPPS) 
developed a set of rules to complement the Ministry of Education, Science, Technology, and 
Innovation’s Student School Dress Code.  The rules set forth were endorsed by the National 
Council of Parent-Teacher Associations.  Martindale (2010) outlined the rules agreed to:  
These rules fully outline the length of skirts and overalls for female students which must 
be two inches or five centimetres below the knee and must not be worn tight.  They also 
stipulate that male students must wear their pants at the waist and they must be not be 
oversized nor baggy, or tight around the ankle.  The rules also prohibit tattoos, nail polish 
and make-up, as well as elaborate hairstyles, and fully detail the type of shoes which are 
to be worn.  (para.2)  
The uniform deportment form is a document used by various public secondary schools in 
efforts to ensure that student dress code standards are observed and adhered.  School uniforms 
have been major part of the Barbadian school culture and have been worn proudly by students 
for generations.  Traditionally, many persons have linked academic expectations and behavior 
standards with specific schools, and by extension, their school uniforms.  However, there has 
been a significant erosion of these societal perceptions in more recent times.   According to Hoy 
and Miskel (2008), "organizational culture is a system of shared orientations that hold the unit 
together and give it a distinctive identity" (p. 177).  In the Barbadian culture, school uniforms are 
perceived as having similar behavioral orientations and gives them a distinct identity.  On close 
examination of the Progressive Secondary’s uniform/deportment form, I noticed it included the 
student’s name and his/her form.  It also made provision for a parent or guardian to accompany 
the student to school once the necessary alterations had been made.  The form also included a 
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section where the specific details regarding uniform or deportment corrections to be made were 
outlined. 
Progressive Secondary Uniform Deportment Form 
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The Progressive Secondary notice for suspension was almost identical to the form I 
reviewed at Liberal Secondary.  To avoid unnecessary redundancy, the notice of suspension form 
was not illustrated for each school following document analysis.  This form has made provision 
for the name of the school, student’s name, his/her class/form, the name of a parent/guardian 
with relevant address and contact numbers.  It also made provision to outline the breach of 
discipline with explanation and the dates of the suspension.  The last section of the forms gave 
information pertaining to any further course(s) of action that were taken.   
Progressive Secondary Notice of Suspension Form 
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Some of student disciplinary violations, as outlined by the Barbados Student Code of 
Discipline, may require parental contact or conferences (Student Code of Discipline, 2004).  
Parents are key stakeholders in the education system (Bucher & Manning, 2005; Cowie & 
Jennifer, 2008; Farrell et al., 2011; Wassdorp et al., 2011).  Liberal Secondary has created a 
parent/guardian conference form to facilitate the conference request process.  The form made 
provision for the insertion of the date of the correspondence, the student’s name, student’s form, 
the proposed meeting date, proposed venue, matter(s) to be discussed, an instruction by the 
principal to bring the correspondence and a provision for the principal’s signature.  I also 
reviewed an abundance of parent/guardian conference request forms at all research sites.  
Progressive Secondary Parent/Guardian Conference Request Form 
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Primary emphasis has been placed on student conduct and attendance on the Progressive 
Secondary’s conduct card.  Vision Secondary’s conduct card also monitored and assessed 
punctuality, deportment, student preparedness for class and student participation in the 
classroom.  Progressive Secondary created two rating scales, one for conduct and the other for 
attendance.  It also specified what specific subjects were being monitored and made provision for 
issuing teachers, subject teachers and parents signatures.  The rating scale for conduct is: 1 – 
good, 2 – satisfactory, 3 – unsatisfactory.  The attendance scale is: 1 – always present on time, 2 
– erratic in attendance, 3 – often late and 4 – does not attend class.  
Progressive Secondary Weekly Report Conduct/Attendance Form 
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I reviewed documents at the Edna Nicholls Center.  The Edna Nicholls Center is one of 
the agencies which offers social support services to the vulnerable student population in 
Barbados in collaboration with the Student Support Services division of the Ministry of 
Education, Science, Technology, and Innovation.  The Center has been instrumental in 
employing intervention strategies for student who have behavioral issues, exhibit above-average 
learning challenges, consistently breach school rules and underage girls who become pregnant.  
When students are suspended from school and referred to the Edna Nicholls Center, the 
Notification of Suspension from School document must be sent to the Center. 
 A three-page document must be sent to the Edna Nicholls Center.  Page one of the 
document contained the name of the school making the referral, the name of the student being 
referred, his/her gender, date of birth, age, and address.  The name(s) of the 
parent(s)/guardian(s), their relationship to the student, home telephone, work telephone number 
and address were also provided.  The offense(s) for which the student had been suspended 
including dates were provided.  Page two outlined all details pertaining to the current offence as 
well as a synopsis of all previous offenses committed by the student being referred.  The third 
page stipulated if previous treatment or intervention strategies were necessary including 
interventions employed by the school’s guidance counselor and/or external agencies.  It also 
notated if the child was on any known medications.  This information needs to be provided to the 
Center.  If the student displays aptitudes or talents in specific areas, they were documented in the 
referral.  Parents, often, were required to be intimately involved in students’ intervention 
strategies.  If in the judgment of the principal or guidance counselor, parental involvement was 
deemed helpful; this recommendation was made by affixing a ‘yes’ to ‘parental counseling 
recommended.’  This was done by simply ticking ‘yes’ on the form. 
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Edna Nicholls Center Notification of Suspension from School 
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I also conducted document analysis at the Ministry of Education, Science, Technology, 
and Innovation.  In the context of this study, specific emphasis was placed on documentation 
strategic interventions for at-risk students provided by the Student Support Services section.  
According to the Ministry of Education, Science, Technology, and Innovation (2015), 
The Student Support Services section was established in 1997.  The section seeks to 
provide positive reinforcement to influence students' attitudes towards school.  It 
provides support to parents/guardians, teachers and guidance counsellors.  It collaborates 
and consults with social service agencies and the Edna Nicholls Centre to ensure that the 
behavioural, emotional, social, and intellectual needs of children are met in a holistic 
way. (para. 1) 
 A key document analyzed was the Referral to Student Services document.  This 
document was very detailed.  The unique Barbados registration identification number of the 
student was supplied, the students surname, first name and middle name(s).  In addition, the 
student’s parents or guardians’ names were provided, their contact numbers both at home and at 
work.  The name of the school making the referral, it’s telephone number, the teacher and the 
class/form of the student were noted on the form.  The reason(s) for the referral were explicated 
including any student difficulties or challenges associated with the student as well as his/her 
school attendance record.  Those students who had been involved with outside social services 
agencies, the details pertaining to the student’s involvement were also recoded.  A detailed 
record was also provided to student support services regarding intervention strategies employed.  
In addition, all relevant documentation in support of the student’s referral were given including 
any psychological, child development, psychiatric, criminal, or other related information. All 
guidelines pertaining to the referral had to be followed as stipulated.    
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Section (a) Most Reported and Least Reported Violations 
Frequency & 
Level of 
Violation 
Progressive 
Secondary 
School 
Liberal 
Secondary 
School 
 
Vision 
Secondary 
School  
Mutual 
Secondary 
School 
Most reported 
Level 1 
Violation 
Disrespectful 
speech or action 
Disrespectful 
speech or action 
Violation of 
student dress 
code and 
grooming 
policy 
Disrespectful 
speech or action 
Least reported 
Level 1 
Violation 
Littering Failure to do 
homework/compl
ete assignment 
without 
reasonable 
explanation 
Littering Failure to 
follow 
established 
procedures 
(school rules). 
Most reported 
Level 2 
Violation 
Persistent failure 
to follow 
reasonable 
directions given 
by members of 
staff 
Persistent failure 
to follow 
reasonable 
directions given 
by members of 
staff 
Failure to 
cooperate with 
teacher or 
member of staff 
Profane and/or 
obscene 
language or 
gestures, threats 
or inflammatory 
language 
Least reported 
Level 2 
Violation 
Inappropriate 
displays of 
affection e.g. 
kissing, fondling, 
etc. 
Inappropriate 
displays of 
affection e.g. 
kissing, fondling, 
etc. 
Trespassing Using or 
supplying 
plagiarized 
materials 
Most reported 
Level 3 
Violation 
Assault, battery, 
threats, bullying, 
extortion, arson 
etc. 
Assault on a 
teacher pupil or 
other staff 
member 
Gross 
disrespect 
and/or defiance 
of a staff 
member 
Assault, battery, 
threats, 
bullying, 
extortion, arson 
etc. 
Least reported 
Level 3 
Alteration or use 
of school 
Alteration or use 
of school 
Alteration or 
use of school 
Alteration or 
use of school 
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Violation documents with 
intent to defraud 
documents with 
intent to defraud 
documents with 
intent to 
defraud 
documents with 
intent to defraud 
 
Section (b) Most Reported and Least Reported Disciplinary Options 
Frequency & 
Level of 
Disciplinary 
Option 
Progressive 
Secondary 
School 
Liberal 
Secondary  
School 
Vision 
Secondary  
School 
Mutual 
Secondary  
School 
Most reported 
Level 1 
Disciplinary 
Option 
Verbal 
reprimand 
(Senior teacher, 
Form teacher, 
Subject teacher) 
Corporal 
punishment 
Verbal 
reprimand 
(Senior teacher, 
Form teacher, 
Subject teacher)  
Verbal 
reprimand 
(Senior teacher, 
Form teacher, 
Subject teacher) 
Least reported 
Level 1 
Disciplinary 
Option 
Withdrawal of 
privileges within 
the classroom 
Withdrawal of 
privileges within 
the classroom 
Withdrawal of 
privileges within 
the classroom 
Corporal 
punishment 
Most reported 
Level 2 
Disciplinary 
Option 
Corporal 
punishment 
Corporal 
punishment 
Corporal 
punishment 
Referral to 
Principal 
Least reported 
Level 2 
Disciplinary 
Option  
Detention In-school 
suspension 
Detention In-school 
suspension 
Most reported 
Level 3 
Disciplinary 
Option 
Out-of-school 
suspension 
(Edna Nicholls 
Center) 
Out-of-school 
suspension 
(Edna Nicholls 
Center) 
Out-of-school 
suspension 
(Edna Nicholls 
Center) 
Out-of-school 
suspension 
(Edna Nicholls 
Center) 
Least reported 
Level 3 
Disciplinary 
Involvement of 
the Police 
(Where 
In-school 
suspension 
In-school 
suspension 
In-school 
suspension 
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Option applicable under 
the Education 
Act) 
 
Section (c) Top Five Ranked Most Reported Violations 
Top Five Most 
Reported 
Violations 
Progressive 
Secondary 
School 
 
Liberal 
Secondary 
School 
Vision 
Secondary 
School 
Mutual 
Secondary  
School 
Most reported 
violation 
Gross disrespect 
and/or defiance 
of a staff 
member (Level 3 
violation). 
Assault on a 
teacher, pupil or 
other staff 
member (Level 
3 violation). 
Violation of 
student dress 
code and 
grooming policy 
(Level 1 
violation). 
Disrespectful 
speech or action 
(Level 1 
violation). 
2nd Most 
reported 
violation 
Repeated 
disruptive 
classroom 
behavior (Level 
2 violation). 
Gross disrespect 
and/or defiance 
of a staff 
member (Level 
3 violation). 
Gross disrespect 
and/or defiance 
of a staff 
member (Level 3 
violation). 
Assault, battery, 
threats, bullying, 
extortion, arson 
etc. (Level 3 
violation). 
3rd Most 
reported 
violation  
Assault, battery, 
threats, bullying, 
extortion, arson 
etc. (Level 3 
violation). 
Persistently 
skipping classes 
(Level 2 
violation). 
Petty theft 
(Level 2 
violation). 
Inappropriate 
displays of 
affection e.g. 
kissing, fondling, 
etc. (Level 2 
violation). 
4th Most 
reported 
violation 
Persistently 
skipping classes 
(Level 2 
violation). 
Repeated 
disruptive 
classroom 
behavior (Level 
2 violation) 
Harassment, 
violence, force, 
coercion, 
intimidation 
(Level 3 
violation). 
Repeated 
disruptive 
classroom 
behavior (Level 
2 violation). 
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5th Most 
reported 
violation 
Gross 
misconduct on 
the bus, on the 
road or at any 
school or social 
event held by the 
school (Level 2 
violation). 
Profane and/or 
obscene 
language or 
gestures, threats 
or inflammatory 
language (Level 
2 violation). 
Possession/sale 
of an 
unauthorized 
substance & 
Possession/use/tr
ansfer of 
dangerous 
weapon (Level 3 
violation) 
Violation of 
student dress 
code and 
grooming policy 
(Level 1 
violation). 
 
  
 332 
Appendix J: Chronological Table of Interview and Focus Group Sequence 
(School names are pseudonyms) 
Chronological School Interview and Focus Group Sequence 
 
Day Date School Start 
Time 
Finish 
Time 
Duration 
1 Monday, Nov 14 Liberal Secondary 11:30 a.m. 2:30 p.m. 180 minutes 
2 Tuesday, Nov 15 Liberal Secondary 3:30 p.m. 5:30 p.m. 120 minutes 
3 Wednesday, Nov16 Vision Secondary 1:15 p.m. 2:30 p.m. 75 minutes 
3 Wednesday, Nov 16 Progressive Secondary 3:30 p.m. 5:00 p.m. 90 minutes 
4 Monday, Nov 21 Focus Group Liberal 
Secondary 
2:00 p.m. 3:00 p.m. 60 minutes 
5 Wednesday, Nov 23 Vision Secondary 1:15 p.m. 4:15 p.m. 180 minutes 
6 Monday, Nov 28 Progressive Secondary 9:00 a.m. 12:00 p.m. 180 minutes 
7 Monday, Dec 05 Mutual Secondary 9:30 a.m. 2:00 p.m. 270 minutes 
8 Tuesday, Dec 06 Focus Group Mutual 
Secondary 
10:00 a.m. 10:45 a.m. 45 minutes 
9 Wednesday, Dec 07 Focus Group 
Progressive Secondary 
11:00 a.m. 12:00 p.m. 60 minutes 
10 Thursday, Dec 08 Focus Group Vision 
Secondary 
1:15 p.m. 2:15 p.m. 60 minutes 
 
 333 
Appendix K: Standardized Interview and Focus Group Pre-Data Scripts 
 Interview Script 
 
Thank you for consenting to participate in this important research study.  The outcome of 
this study is aimed at identifying best practices as perceived by participants, which align 
with optimal program interventions aimed at reducing school violence.  You may choose 
to answer all or any of the following questions.  Questions 1 through 5 were developed 
with a view of gaining deeper insight from the participants about their lived experiences 
with the school violence phenomenon.  Questions 6 through 8 aim to focus on both 
individual and group aggression. Questions 9 and 10 seek to elicit from participants their 
individual responses to school violence, particularly based on the context and nature of 
their involvement.  Questions 11 through 18 of the interview focus on getting 
participants’ descriptive views on the nuance variables that have been linked to the 
phenomenon of school violence.   
 
 Focus Group Script 
 
Thank you for consenting to participate in this important research study.  The outcome of 
this study is aimed at identifying best practices as perceived by participants, which align 
with optimal program interventions aimed at reducing school violence.  Focus group 
questions 1 through 3 were developed to arrive at participants’ own definitions of the 
phenomenon under investigation as well as the key ecological nuance variable also being 
sought to be understood.  Questions 4 and 5 seek to determine how participants perceive 
any possible existing programs within their school environment that are aimed at 
reducing violence. Question 6 probes for deeper participant’s insights. 
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Appendix L: Interview and Focus Group Transcriptions Samples 
Individual Interview Transcription with Travis 
1. Describe your personal experiences with aggression or violent activity since being 
employed at this school.  
 
There are two instances that happened in 2003.  I remember a young lady asking to leave the 
classroom, there were a number of students and we were just supervising because there was a 
visit from the ministry and not too many students were at school, one young lady asked to go to 
the bathroom and I had just taken over from another teacher.  I asked her why she didn’t ask the 
other teacher and she said that she did and the other told her that she wasn’t allowed to go.  I 
asked if she explained to you why, she said ‘no’; I told her that the reason the other teacher did 
not allow her to go was because we were instructed not to allow you all to go outside, so I can’t 
allow you to go to the bathroom either, so just sit down.  She refused to sit each time I told her, 
so I got up and went to the door and held her arm and said,’ come young lady, go back to your 
seat’.  She just spun around, grabbed my shirt, ripped it down and just reflexively one hand went 
to her throat and the other hand came back and as the students screamed, I paused (I didn’t hit 
her) and pushed her off me.  I stood for a while and said ‘ok young lady come let’s go to the 
office’ and another young lady got up and blocked the door and said’ go to what office what, 
nobody is leaving in here’.  At that point I pushed her out of the way, opened the door and 
stepped out and she came out of the room after me; another student got between the two of us 
and said ‘no sir, don’t b ring yourself in trouble with her.  Another one is when I was teaching a 
class, I saw a young man jumped up from the back of my class and rushed out. Just as he was 
rushing out I heard the commotion outside and when I got outside behind him, there were a 
group of fellows and they had a youngster on the ground.  They were kicking him and one was 
chopping him with a metal desk leg, blood flying all around, so I rushed in and pushed a group 
of them off the youngster and grabbed the one who had the desk leg and the youngster got up 
and I was taking the desk leg away from the fellow, the youngster came and slammed a chair at 
the back of my neck. I was at home then undergoing therapy, as I had torn muscles in my 
shoulder and I damaged some nerves in my back and I was actually out of school for five months 
– I couldn’t use my right arm for five months.  Those are two of my personal experiences.  There 
are a few others, but I identified the two more serious ones. 
2. Explain any incidents you witnessed over the years that have shaped your perception of 
school violence.  
 
I would have witnessed quite a few incidences: one I remember where a youngster would have 
stabbed another one several times with a screwdriver and literally tore his nose off his face.  
What struck me there was that even with that, other students were cheering him on and it too so 
much – even though the youngster had his nose torn off – to get him under control.  When I was 
going to school, I had never seen anything like that.  What I realize is that, for these youngsters, 
the intension is to draw blood and I have actually heard in a discussion youngsters say they 
would prefer to use a cutlass than a gun, because a gunshot wound is too clean, but they like to 
see the flesh disfigured with a cutlass (the term that they used though was that they like to see 
‘flesh flying’).  I realize that the level of violence is way brutal.  To my mind, it was out of 
control, I would have seen a case where two youngsters were scuffling and a prefect who had 
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seen them and attempted verbally to stop them and left to go to the office to report it and another 
youngster took up half of a concrete block ran and threw it at the back of his head and knocked 
him unconscious.  My perception is that something is seriously wrong with these youngsters, I 
think that they have lost quite a lot of their humanity. 
3. Describe the most violent incident that you have witnessed since your employment at this 
school. 
 
It would probably be the one where the youngster stabbed the other one several times with the 
screwdriver and when he swung the screwdriver at the face, it caught the fleshy part of the nose 
and just tore it off, so that fleshy part was just hanging down over his mouth.  Teachers had to 
put it back in place and band the face.  I think that was the most gruesome that I would have seen 
in terms of what I think was probably the most cruel and inhumane because that was something 
that was done in a moment of passion, but the other one with the prefect, that was just cold 
blooded. 
4. Describe any acts of group aggression or violent activities you have witnessed since your 
employment at this school. 
 
The one when the youngster got up from my classroom and jumped out and there might have 
been five of those fellows beating that youngster who was on the ground.  I would have heard 
about others with groups and seen a lot of group clashes around – at that time you would see 
them running all around the school, but I would have heard of another where a group of girls 
beat a student from the Lodge school and boke an arm and a leg on a school bus.  These 
incidences happed around 2003 and 2005, but when the new principal came to office about three 
years ago, he dealt a lot with discipline so he really clamped down on things quite a bit and 
things quietened down a bit, but I think we are starting to see it escalate again, but things have 
been pretty much under control over the past three years or so. 
5. Describe how you felt emotionally throughout the aggressive/violent encounter starting 
from the beginning of the encounter to its conclusion. 
 
I momentarily lost it really, re. the one with the young lady who torn off my shirt, but during that 
encounter, I can tell you I was extremely angry.  After the encounter and for that period of time, I 
actually sought counselling eventually.  At that incidence, I went to the doctor and got an 
assessment (as that’s what you are told when anything like that occurred) and the doctor had a 
conversation with me and he prescribed some medication, when I researched. It was actually 
anti-depressants.  My wife, who is a counselor, when I had a discussion with her, she suggested 
that I go to a network services place that offer counselling services, etc. for public servants and it 
was clear that I was going through a bout of depression as a result of the environment in which I 
am working.  I try to avoid any confrontation with students and if it seems as though it could 
escalate, I retreat very quickly and allow them to ‘win’ as they put it, because I don’t want to 
find myself in that situation again.  One of the things with the counselling sessions is that, 
initially we are given three (I would have had six then) and part of it was that the counselor said 
he had to really diffuse me because I was not reacting for so long, suppressing my anger, and I 
was at the point where I was filled with rage. 
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6. Explain how persons who witnessed the aggressive behavior or violent encounter 
responded to those who were actively involved. 
 
Largely the students encourage it.  Some adults who are around would seek to escape from the 
situation so they would not become involved and there are others who would rush to intervene; 
and I think those who try to get away may have suffered some level of injury in the past, even if 
not physical injury, they might have seen what would have happened with their colleagues and 
how their colleagues would have been treated under the circumstances and for many of us, the 
truth is that we fell as though our employer, the ministry, does not support us in any way at all, 
so in order to protect themselves, they get away as quickly as possible.  Others would rush in to 
stop, and instinctively, you don’t like to see the children injuring each other. Colleagues would 
caution me and remind me of what happened before, so there are a range of reactions, but for the 
most part, the students would encourage it. 
7. Describe how your initial experience with school violence prepared you to deal with such 
similar aggressive/violent events in the future. 
 
When I am dealing with students who are known to be hostile and aggressive, I make every 
effort not to provoke them in any way – even if it means in the eyes of other students around that 
they have won, so be it, because I don’t want to get to that point again.  There are some students 
where I would have a hands-off policy with as well. 
8. Explain what specific factors and experiences guided your response(s) to dealing with 
different encounters with school violence. 
 
In the case where the young lady would have torn my shirt, what struck me more than anything 
else is that the then principal said to me that he did his investigation and he found that everything 
that I said was true, but they have concluded that I overreacted and as a result, they would take 
no action against the student.  That, more than anything else, caused me to hold a position that I 
would be hands off with any student.  I told him that I guarantee that I would not touch another 
student or get involved in that way, but at the same time he need to allow his students to know do 
not lay a finger on Mr. Reid because it is not going to end the same way like it ended that time.  
That is why I do not get in to anything with them because I know myself well enough to know 
that I am not going to tolerate any student touching me or striking me again.  I think that I know 
that I have had enough. 
9. How would you describe the relationship that exists between the principal of your school 
and the students? 
 
The previous principal we would have had, most of the students had no respect for him – I think 
it was his personality and his whole philosophy, he was into yoga and all these things and I think 
his  position was these children are the way they are because of some previous life experiences 
and you just have to leave them, there is nothing you can do with them and you don’t really 
engage them because they are chartered in their own path.  That was his own approach and the 
children would be abusing and swearing and carrying on and he would just smile and when they 
were finished then he would have the security escort them off the compound.  He was the type of 
person whom we never saw got angry or anything like that, he remained calm through the most 
hostile and aggressive situation and I think students took advantage of that; they took that cue to 
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abuse the rest of us.  With the new principal, he is quite the opposite; he is fiery, he does not 
accept any of the disrespect and so on to either himself or the staff.  Whatever other weaknesses 
he has, I can say students now understand that you cannot be disrespectful and aggressive to our 
teachers, that there will be consequences, so think they fear he current principal. 
10. How would you describe the type of relationship that exists between the teachers and 
students at your school? 
 
That’s very mixed because there are many cases where you can see teachers would treat would 
children as if they were their own, you can see the pastoral care and that sort of parental 
relationship between some teachers and some students, then there are other cases where some 
teachers have washed their hands off some students (even if they were walking under a bus or 
not) and would not interfere.  Then there are instances where you can just see sheer 
professionalism – you are a student and I am a teacher and that’s it and there is nothing else 
outside of that, so it’s very mixed.  There are few cases where a student, who having bonded and 
having a close relationship with teachers, there might be a bit of a turn around.  I can speak from 
a very personal experience of that: years ago I used to work with the cadets and I remember 
teachers would comment and say: “Mr. Reid you have some bad ones in the cadets though,” and 
that was the truth, because some of the roughest and most disgusting fellows of the school 
gravitated towards the cadets and I remember one young man that teachers were afraid of him, 
he was big and very rough looking and there was really nothing too pleasant about this young 
man at all, but he came to cadets and many people commented that they saw this rough, really 
rugged fellow mellowed out and became a gentle giant!  I think a lot had to do with the 
relationship that he had with the other officer and me.  Another office from the BDF also took a 
liking to him as well and I think that once he saw that these persons saw something in him, the 
roughness went away, he became a gentler person, first with us and then others commented how 
he had changed.  I remember, years after he had left school, I ran into him and he said that he 
was trying so hard to find me because he was getting married and he wanted me at his wedding, I 
wanted you to speak on my behalf!!!  He knew he had changed.  One of the things that I have 
found now is that I am not as engaging as I used to be, and I think it is because largely of self-
preservation, but one of the things I insist on, and I say it to my students that when they are loud 
I would sit and wait until they calm down and I would tell them they are not going to hear me 
come in here shouting over them.   I have heard students complain about teachers who swear at 
them, shout at them and I would stop them and tell them not to discuss the others with me right 
now, let’s talk about me; do I shout at you? do I swear at you? Do I disrespect you? And when 
they answer I would ask “so why do you do it to me?” and I find that in most cases, they would 
go quiet.  There is one class in particular, so many students in there where that approach seem to 
have no impact on them.  I would tell them that I think it is unhealthy for me to be shouting and 
carrying on, as a teacher, I shouldn’t be shouting and carrying on, as a human being, I shouldn’t 
be shouting and carrying on. It took a little effort at first, but I think that I have reached the stage 
where it would take a whole lot to get me to raise my voice in the class.  It has helped me in my 
personal life because even with my own children, I find if I should at my children in the last 
decade, that is a lot. So, any time I do raise my voice, they know it is very serious. 
11. Describe the type of relationships that exists between students i.e. (male and female, male 
and male, and female and female).  
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One of the first things that come to mind is the lack of empathy and sensitivity, male to male, 
towards each other’s pain of anything like that.   I remember having a class where one of the 
youngsters was playing in a pond and drown.  This happened on a weekend and when we came 
in the year head visited the class sometime later and was making arrangements for his classmates 
to go to the funeral, and his friends, the males, said, ’go to what funeral what, somebody tell he 
go in a pond in nasty water and drown? He is an idiot.’   That was a shocker for me because this 
was their friend who had died and they were just cold and cruel about it.  Males to females - that 
is worrying as well too because I think that a lot of the males around here, they just see their 
female counterparts as nothing more than sexual objects.  Even next door in the where the 
youngsters were using the computer, a young lady just bawled out and a teacher asked her what 
happened and she said the young man came over feeling her up.  That’s what they talk about all 
day long – what they have done, what they would like to do with the young ladies and so on.  For 
the young ladies to young ladies, that is quite mixed. There are cases where you can see a bond 
of closeness between some and a few of them would genuinely care about the others, but then we 
see situations where the things they would say to each other when there are conflicts and they 
reveal each other’s secrets.  I witnessed one where these two young ladies were swearing at each 
other, talked about each other’s sexual encounters.  Initially, I thought that they were just saying 
things to hurt each other, but I would later discover that the two of them were very close friends, 
so what they were talking about were factual things and that, to me, was disgusting.   Getting 
back to the fellows, it is something, for me, that is very difficult to understand; two fellows 
would be good friends hanging out together and discussing very simple, insignificant things and 
before you know it, they are ready to fight and I keep asking all the time, ‘how is it that you are 
friends and it could get to the point that you are ready to kill each other over something that does 
not matter?” I just can’t understand how a group of friends could turn each other so violently so 
quickly over nothing.  The thing is that there is a program to help them resolve conflicts, we try 
to teach them how they can talk things over and how they can reason and it does not have to 
escalate to that. 
12. Describe the climate of your school? 
 
We are trending towards lawlessness again.  There is a restlessness that we have been seeing 
over the past few weeks – students come into class and they seem to demonstrate some disregard 
for rules, regulations, order.  For some time, there was quite a bit of order and discipline, but it is 
now fading away and fading away rapidly.  Part of it could be staff absenteeism which results in 
students not often being supervised.  There are quite a few viral illnesses going around, so we 
know that quite a few people are getting sick, but we are not convinced that that is the whole 
picture.  We think it is a matter of stress, as teachers are really stressed again and the result is 
high absenteeism and those of us who remain are even more stressed and then they take some 
time as well and then there is that multiplying effect.  I think that the level of lawlessness stress 
some teachers to the point that they are ill and that compounds the problem which makes it even 
worse. 
13. Describe the specific things that could be done to create a healthier school climate. 
 
You know, old people had a saying that the dog doesn’t bite the hand that feed it, so you would 
expect that if you were to show kindness to the students, then they would reciprocate and that 
could result in a calmer and more respectful environment, but we’ve found that is not the case.  I 
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reminded a teacher of that because he came to question a student about what he was doing 
outside and the student was very hostile and aggressive.  The teacher was shocked because he 
did not expect the sort of reaction he got because he would have extended a lot of kindness to 
this student; I think the teacher was so hurt he said to me: ‘you know, Mr. Reid, you wouldn’t 
believe the things I have done for this boy and look how he is reacting to me, it really makes you 
feel that you shouldn’t do anything for these students, you shouldn’t care anything about these 
students, look how he is getting on towards me – he gave him lifts home and helped him when he 
was ill – but in spite of his kindness, that youngster was not hesitant in being hostile, aggressive 
and downright disrespectful towards him.  I have come to the conclusion that we have a national 
crisis and it is something that we need to look at as a nation.  I think we have too many lawless 
communities.  These youngsters can be out on the block all day and night, make their own rules 
and if you were to research their home background, you would realize that they have a very 
hostile and violent relationship with their parents and relatives at home.   I have a police brother 
who told me that he goes to cases where parents and little children just cursing each other and 
you just can’t believe that this is a parent and child – the father took a 2x4 and knocked down the 
child and the mother cursing the child and the child cursing the mother back and these are little 
children under ten years old.  I remember a few years back, I was talking to a first form set of 
girls, they were fairly horrible and I might have been doing Health and Family Life with them, 
but we got into how they felt about this school and so on and they said they cried a lot when they 
heard that they were coming to Liberal Secondary because it is the worst school, but you would 
not have been to Liberal Secondary before, so how you came to the conclusion that it is the worst 
school. ‘it is because of what people had to say about it’, so I asked them how they came to be in 
the situation to be coming to Liberal Secondary and at that moment, that class shifted to probably 
be one of the most emotionally painful experiences I had at this school.  I had to do everything I 
could not to cry in that class, because they spoke of being misled by their mothers, their aunts, 
grandmothers and on young lady broke down in tears and said that she was playing with the boys 
under the stairs and the teacher came and told her to come from under there with the boys and 
quarreled with her and her auntie told her to go and curse the teacher.  She said ‘that teacher 
liked me and when I study back the teacher was just trying to help me’ and then many of them 
started to talk about how they were led to disrespect the teachers and misbehave themselves.  
Eventually the teachers just left them alone and they didn’t learn anything and they ended up at 
Liberal Secondary, so they blamed themselves and their parents for being here and it was a task 
to try to get them to understand that they were very young and it was not the end.  They had 
made some mistakes, they were misguided, but they have a chance to start over now, but what I 
see so often is that the parents and the home communities and then when they come into the 
school environment, they have so many ‘rights’ and they are never alerted to their 
responsibilities and we are now paying a price for it.  Some of my colleagues are saying that they 
made the mistake of ‘sparing the rod’ and I get into lots of arguments with my pan African 
colleagues who believe that they whipped us in slavery and nobody should be whipped anymore.  
I would let them know that I do not share that view because a few years when I first came into 
teaching, I had students who had misbehaved themselves, so I gave them two lashes and then we 
could go on with the lesson, now I have a situation where I can’t even speak to them firmly 
without somebody cautioning me about how I interact with students and the result is that the 
students just do what they please.  All I can do is make a report and that is a long drawn out 
process, we have lost control in the classroom and now they are not learning.  I don’t even think 
we can go back to corporal punishment now because things are so far gone that even if they had 
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said that teachers have the right to flog now, I wouldn’t even attempt to flog any of these 
students in here.  Some of my own African colleagues would teach them the history of self, but 
from my experience, that doesn’t make a whole lot of difference with these youngsters; I would 
still do that with the hope that you sow a seed and later on in life at some point that bit of 
information might resonate with them, but in terms of what to do in the schools right now, I 
honestly don’t know. 
14. How would you describe the frequency of aggressive behavior or violence at your 
school? 
 
I think it is way more frequent than any person who does not work in this field could imagine. I 
think one would have to be in this environment to see – it’s every day and there are particular 
classes where as long as you go to that class, you will have hostile and violent encounters.  There 
are a few other classes where you could go and possibly get through a whole week without 
confrontation, but with other classes, if you go there, you would probably have four to six 
encounters in one lesson: imagine you are teaching a class and a young lady just takes out a 
mirror and her make-up and she starts to fix herself up in the middle of your lesson. You may tell 
her that this is not the time or place for that; the sucking of the teeth, throwing about the thing, 
then she would turn to one of her classmates and curse you and that happens very often in some 
classes.  Fellows are talking a very ordinary conversation with their friends, they are swearing 
and you caution them about the language in the class, they get very hostile and aggressive and 
want to know ‘wha de … wrong wid you’ and I would just be writing and they would say: ‘you 
writing, wha I care if you write or not’.  There are two fifth forms I have and almost every class, 
as long as certain students are at school, that is going to happen.   
15. Describe the programs that currently exist at your school specifically aimed at reducing 
the level of school violence. 
 
There is supposed to be one program, but it is ineffective and it has been rendered ineffective 
largely because the numbers, as the counselor would often argue, are too large.  If you go beyond 
10 or 15b students, it is going to be ineffective.  Sometimes they have 80 students and it is a 
program where they bring visitors into the school to interact with the students.  I happened to 
have witnessed this session because the principal  came and pulled out a number of students and 
I was left with about three students, so he said it made no sense staying with just three students, 
come and go and help supervise the students in the demonstration theatre, and to my horror, 
when I stepped in, the place was packed and this is a room that seats about 120 people or so and 
the place was packed with extra chairs down the corridor; if he saw students outside loitering 
around, he just packed them in the room.  So, we don’t have any effective program really.  I 
think more often in Barbados (because it is a national problem) we are more concerned about 
what we can show or have a record of what we have done.  I have documentation to show that 
we have done XY or Z and we couldn’t care less whether it is effective or not.  I think what is 
happening in the schools now is that students must be supervised, so I think those sessions now 
have turned into something where those students who are wandering around or giving too much 
trouble, you just put them in here and they just talk to them and supervise them.  No 
consideration is given to whether or not you are doing something effective – it’s nothing to do 
with being effective, it comes down to supervision. 
16. Describe specific steps that have been taken at your school to make you feel safe. 
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I think what the current principal tries to do is to let the students know that you cannot disrespect 
any teachers on this compound, it will not be tolerated and I think that was a position which was 
moved from a previous principal who said: ‘you are paid to teach, it doesn’t matter how children 
behave, whether they respect you or not.  You job is to teach, come and teach and stop 
complaining about bad behavior, and children disrespectful and all these things, just come and do 
your job’.  Children understood in the past, that they could disrespect us without consequences 
and so on.  I would count that as something to help make my work environment safer for me and 
a bit more bearable.  Outside of that, I can’t think of anything else. 
17. Explain the additional steps you believe should be taken to make your school safer for 
administrators, teachers and students. 
 
The current zero tolerance that the current principal has in place for teachers should really be 
one.  I also believe that a lot of our students come from broken homes and broken communities.  
I think they have a lot of issues that rules alone will not address.  I would have suggested years 
ago, that we refocus the school and put some programs in place that would address the social 
issues these youngsters are facing.  While we probably can’t change their home environment, we 
ought to find resource persons who are equipped to prepare these students and equip them to 
cope with their difficult home environment, so that they can manage a little better at home and 
then when they come to us, they are not in the shape that they come to us, because I call it 
‘combat ready’.  Something that we can do here – reorganize our curriculum.  We have a lot of 
students here with a lot of social problems – especially in the first and second year – let us focus 
on those and get to the academics later, because we need to straighten those problems out.  I 
think that within those two years, equip them to deal with their abusive homes, work on 
programs to build their self-esteem and engage them in some form of sporting discipline.  I think 
these are things that we could do as a school. 
18. Describe the specific factors you believe could play a role in creating a safe school 
environment. 
 
Largely work on self-esteem; gradually move towards changing the students’ perception of the 
school (with the hope of eventually impacting the school’s culture).  Many students who come 
here, feel that they are being rejected by society because Liberal Secondary is a place for rejects.  
One of the things I think we can do is to look at the strengths of the school, look at its historical 
accomplishments and build on those, build a heritage, give the students a heritage on which to 
hold on.  It hasn’t been all bad, quite a few good things have come out and I think that we could 
have a deliberate program to highlight the historical achievements of the school to give the 
students some sort of ‘school heritage’ to be ;proud of, get them to own the school and to respect 
it and I think if we can start to do that and find present programs, things they can do and claim 
around the school as theirs, maybe they can redirect some of that energy that they put into 
hostility and aggression and so on, into building their school as their community as a home away 
from home.  I remember a few years ago, a little girl, about 12 or 13 years old, said to me’ but 
sir, we could do things’ and she made reference to two schools - but one in particular.  She said 
“Suttle Secondary (pseudonym), they have a good sports program, they are the queens in 
athletics and so on.  They feel good about that and themselves, we could find something that we 
could do’ and she made reference to these school children who are in the movie called “Hush” 
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and in her mind, these were school children who had channeled their mind and energies into 
something that came out to be very good and something that they could be proud of and she 
couldn’t understand why we couldn’t do something like that at Liberal Secondary.  There is also 
a mural we painted of our journey from Africa through slavery to emancipation and some 
students came and asked if they could help.  Initially, it was the art department but other students 
seemed interested and I said, ‘any student who wants to paint, whether they be artist or not, let 
them do it’ and what we saw……..I remember one young lady cursed me, telling me about all 
parts of my mother, came to paint only a few weeks earlier and her interaction with me was so 
different; those same students who would deface the school and throw garbage around, they were 
guarding that mural and would not allow anyone to put their foot on the wall, they ‘claimed’ it, 
so I think if we can find things that these students find their talents and give them something to 
own, give them a school heritage, something that they could be proud of, I think we can get them 
to divert their energies to more positive things and the result would be that we would have a 
more peaceful place. I think it is something that we would have to look at, focus on and develop 
as we have students here who have tremendous talents in singing, performing arts and I think if 
we can focus on that, we can bring change.   
Focus Group Transcriptions from Vision Secondary School  
Question 1.    Describe what the term school violence means to you. 
Wilma: Any incident in which pain or injury is inflicted on an individual – whether it is student 
on student or student on teacher. 
Heather: Anything aggressive and physical. 
Alex: Violence to me would be Anything with reference to the…. of student, his or her own 
rights as far as I am concern. 
Joy: I see violence as something physical as well, where like I said, some sort of, as Wilma said, 
pain or some…something…some act, yes, that would cause a child or the person involved, some 
sort of pain. 
Question 2. Describe what the term school climate means to you. 
Heather: The atmosphere…how people interact with each other – teachers as well as students. 
Wilma: Yea, pretty much, aaaaam… relationships, rapport, students, teachers, principal. 
Alex: I would say the general ethos of the school. ...how we relate to each other, how we handle 
situations, aaaaaaam 
Joy: And I would add to that… the thing, and I would add to that, the thing that would define the 
school.  If there is something about the school that is almost like the culture of the school. 
Question 3. Describe what the term school safety means to you. 
Heather: The right to come to school without injury, relaxation of the mind, your safety, …you 
don’t feel threatened -teachers, nor children… 
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Wilma: Nor the principal.…. 
Joy: As they say, that you come here and feel very comfortable in the environment that he or she 
is in….no threats, internal or external…. 
Heather: And that is in terms of the school, but in terms of safety, it also speaks to like 
boundary lines, the fences, people selling at the…. but those are things the school really cannot 
control…. that is external factors, the school can’t control them. 
Question 4. Describe the programs that currently exist at your school, which are aimed at 
reducing violence?  Do you believe they are successful? Why or Why not? 
Alex: I would say first, education, we speak to children about what we expect, so we have the 
H.F.L.E. program is in place, also the teachers, we speak to year groups to let them know what is 
expected basically the school rules are and so on, and then we have the form teacher involved as 
well, so they also get involved, so is everybody basically involved in educating the students as to 
the behavior that we expect from them.  Is it working?  , yes.  There are still some students who 
would do as they please, or they would create the environment that would want……. this would 
happen if you don’t do what we want.  So, yes it works for those who really want to follow the 
school’s rules and so on, for those who are bent on breaking the school’s rules, using their own 
means to gain what they want, no, it doesn’t work for them.  
Wilma: In a way conflict resolutions, would always…. I would say preach to these children, also 
tell them find a well look, find an adult, find somebody that could………before you go off and 
commit yourself. Sometimes children don’t think before they do violent acts. They always think, 
‘well I have go get back at the person’.  They don’t think about it. 
Joy: There are also rules and regulations that they supposed to follow as well.  That should try to 
alleviate some of the problems, but as Wilma and Alex is saying, they do as they please.  Some 
of them do and then think. 
Heather: Summer Counselling (pseudonym) would be all part of the H.F.L.E. program, so the 
H.F.L.E., that is a very encompassing program, so what the Supreme counselling does, under 
Miss Essence (pseudonym) guidance, she would try to get certain children in classes, so that 
when half the class goes to H.F.LE. as normal the other set would go to Supreme 
Counselling….and there is also the Aginar program that has been introduced to help with some 
deviants at the school and try to change round the children. 
Joy: to make it employable….  
Wilma: yes, there are avenues there that try to assist the children….…   
Heather: Yes, definitely the H.F.L.E. program would be considered a holistic program.  It is 
taught at every level of the school – from first through fifth…. 
 
Question 5. Describe your ideas to reduce the level of violence at your school. 
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Heather: I would start by saying that ‘level of violence’ is not as high as you might believe, but 
there is violence at the school.  We do searches to make sure that everything is ok, we bring in 
parents……when nothing happens, we suspend the children sometimes, we refer them to 
H.F.L.E, all of them go through Miss E, who is the Guidance Counsellor, she works really hard 
and then some of them are put on the liaison scheme, they go to Edna Nicholls and then try to 
reintegrate into the school.  There are a whole host of programs. 
Wilma: Some of them enter a program with probation, they have to report on Saturday 
mornings. 
Alex: Like I said, we are a proactive staff.  If we happen to hear…. the students have murmurs, 
so if we happen to hear these murmurs, we act on them, we don’t wait for something physical to 
come out of it; so, we more or less head off the interaction between students.  I would say we are 
proactive. 
Joy: Like I told you, most of our violence, like I said, is like fights, we don’t have, as I told you 
we don’t have... know if we have a lot of like very violent incidence at the school.  Children will 
fight, that is the norm, sometimes if you search, as Heather said, you might find a weapon, but 
we don’t have like children coming on a regular basis somebody fighting with a knife or with a 
weapon, we don’t have a lot of that. You might find a student, like I said, and they would say, 
‘oh, they  brought it just in case…..or if somebody do…..or whatever excuse they  bring, but 
they walk….I think they proactive too (laughter)….just in case, but we don’t have children 
fighting and drawing blood and that kind of thing…..like I say the normal, but they don’t 
have…….. 
Question 6. Describe your ideas to improve the relationships between: 
a) The principal and teachers 
b) Teacher with other teachers 
c) Principal and students 
d) Teachers and students 
e) Students with other students 
Heather: Today we had a cricket match, staff versus students, they had a lime out there, after 
school lime, we ate food, we had drinks… 
Joy: Like I say, it is good interaction among staff members, and I guess as a form teacher, you 
develop relationships with your students…. talk to them…you know.  Then we have parents 
sometimes we talk to them, we have bus rides, yes, we having another one next week, so we try 
to… …. 
Wilma: With the climate at the school, we feel free to approach the principal and deputy or one 
of your colleagues.  Then relationships shouldn’t be a problem. 
Alex: The relationships are getting better…. 
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Heather: I think it is generally good though…. we have a history of very good relationships with 
the staff, very good relationship. 
Alex: They have separate staff rooms and staff points, but we are actually one cohesive staff.  I 
came here and found a family environment and it has just been that way all the time, no matter 
who comes, they are taken in like another sister or brother and they are guided.  I was guided 
when I came in and I do the same thing to guide others as well and that has continued over the 
years. 
Joy: That culture contributes to the climate of the school 
Question 7. Describe your ideas to improve safety at your school.  
Heather: I think our biggest safety thing at this school is external. We need cameras, the school 
is too open. We need four guards (we have two right now).  We need a fence with either…. wha 
yuh does call it?.... green things that you does put up round de fence….to block out the view…. 
yea…or we need a cement fence with just…but we are too open to our immediate environments 
for right now, so I feel…. Most unsafe feelings is not from the students or from the teachers, it is 
from outside elements.  Safety for the children on evenings, they got to walk through a line of 
people, because as soon as the bell is coming, the boys just form a line that you got to get 
through; so, safety, for me, is more the plant than outside…. outside the perimeters. 
Joy: Like I said, it is too open and at the back, at the side, down here, over there at any point, the 
school is not enclosed…But inside the plant itself, like I said, I don’t think you come here with 
fear. 
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Appendix M: Personal Reflective Journal 
Individual Interviews 
Liberal Secondary: Day # 1; Time: 11:30 a.m. - 12:20 p.m. (50 minutes) 
Interview with Teacher # 1 My Personal Reflections on the Interview 
Claire I recalled Claire was the first person to 
volunteer to be interviewed. I saw this as a 
reflection of her enthusiasm to be involved in 
the research process. My sentiments proved to 
correct.  She was so enthusiastic that her 
responses to interview questions often time 
took her of course into long verbal discourses 
that were not specific to the questions posed.  
This made the transcription process quite 
laborious.   
 
Liberal Secondary: Day # 1; Time: 1:30 a.m. - 2:20 p.m. (50 minutes) 
Interview with Teacher # 2 My Personal Reflections on the Interview 
Sherry Sherry was very efficient in her responses. 
Efficiency! Efficiency! Efficiency! This is 
what I primarily think of when I reflect on 
Sherry. In her role as guidance counselor her 
worldview projects help-oriented solutions to 
school violence.  She also shared keen 
insights regarding the solution-driven 
therapeutic responses to many of her 
perceived underlying issues that many of the 
institutions’ children have been exposed to. 
She also displayed maternal intuition that was 
above-average. She also appeared to be very 
conceptual in her approach to problem 
solving . 
 
Liberal Secondary: Day # 2; Time: 3:30 p.m. – 4:30 p.m. Duration (60 minutes) 
Interview with Teacher # 3 My Personal Reflections on the Interview 
Mario During my interview with Mario I felt a deep 
sense of hurt about the situation at his school. 
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There was an obvious fear he exuded about 
the level of violence at his school. His 
responses were thoughtful and reflective in 
nature. At times his voice would quiver as he 
reflected of violent incidents he had 
encountered.  He also was very vivid in his 
descriptions and generally methodical in his 
responses. 
 
Liberal Secondary: Day # 2; Time: 4:30 p.m. – 5:30 p.m. and Duration (60 minutes) 
Interview with Teacher # 4 My Personal Reflections on the Interview 
Travis In my reflections of my interview with Travis, 
I saw the “father figure.” There was a deep 
sense of empathy as he spoke about the 
troubled nature of the students.  His responses 
were always assertive and philosophical.  In 
addition, I always felt that he was looking at 
the “big picture.” I could see his analytical 
and caring nature reflected in each of his 
responses.  
 
Vision Secondary: Day # 3; Time: 1:15 p.m. – 1:45 p.m. and Duration (30 minutes) 
Interview with Teacher # 5 My Personal Reflections on the Interview 
Heather In the initial phase of the interview I 
discerned a sense of apprehension from 
Heather.  She alluded to the presumption that 
I had a forgone conclusion that their school 
was a violent school. I sought to immediately 
allay any fears or concerns she may have had 
about speaking frankly and truthfully about 
her perceptions of the nuances involved.  
Thereafter, she became more relaxed and 
gave some very rich responses to the 
questions posed in the interview. It became 
evident to me that she had a rough and tough 
childhood.  Her comments later confirmed 
this when she openly indicated that she was 
very familiar with violence because of the 
area in which she grew up. 
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Vision Secondary: Day # 3; Time: 1:50 p.m. – 2:30 p.m. and Duration (40 minutes) 
Interview with Teacher # 6 My Personal Reflections on the Interview 
Wilma Wilma personality was that of a very soft-
spoken and reserved individual. She spoke so 
softly at times that I had to ask her to try to 
speak a bit louder because her responses were 
being recoded for transcription purposes.  She 
was very cooperative and pondered before 
giving every response. Her responses were 
clear and she elaborated on many of the 
points she made to be sure that her points 
were well understood and not misinterpreted. 
Her mild manner made the interviewing 
process very easy.  
 
Progressive Secondary: Day # 3; Time: 3:30 p.m. – 4:15 p.m. and Duration (45 minutes) 
Interview with Teacher # 7 My Personal Reflections on the Interview 
Monica Monica displayed a high level of exuberance 
in her interview.  She was very 
knowledgeable about the school in general. 
She had a very pleasant and willing 
disposition and was the first teacher from 
Progressive Secondary to volunteer.  She told 
me openly that she felt this type of research 
was badly needed and this prompted her 
immediate response to participate.  
Unfortunately, some of her responses tended 
to be somewhat longwinded, though 
informative.   
 
Progressive Secondary: Day # 3; Time: 4:15 p.m. – 5:00 p.m. and Duration (45 minutes) 
Interview with Teacher # 8 My Personal Reflections on the Interview 
Glenda Glenda was almost a carbon copy of Monica.  
She displayed considerable zeal and warmth 
in her participatory role.  Her responses were 
also somewhat longwinded. At times during 
the interview she tended to stray from the 
question and I had to succinctly interject to 
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redirect her responses to the question I asked.  
However, she gave information from 
perspective that were, for the most part, 
unique and presented ideas and perceptions 
that caused me think about, particularly her 
views pertaining to classroom management.  
 
Vision Secondary: Day # 5; Time: 1:30 p.m. – 2:30 p.m. and Duration (60 minutes) 
Interview with Teacher # 9 My Personal Reflections on the Interview 
Joy Joy was the jovial type of personality that 
came across as dedicated to her calling.  She 
has been teaching for 34 years.  Her responses 
to questions were always given from a 
practical perspective.  The tone of the 
interview was very relaxed but informative.  I 
also discerned that she was well-liked because 
of her relaxed and relational personality. Her 
responses were usually relatively concise and 
to the point. 
 
Vision Secondary: Day # 5; Time: 3:00 p.m. – 4:00 p.m. and Duration (60 minutes) 
Interview with Teacher # 10 My Personal Reflections on the Interview 
Alex Alex is an excellent communicator.  This 
made the interview process seamless.  
Perhaps because of his military background, 
his responses were solution-driven.  He 
always seemed to be looking for solutions to 
problems.  His perspectives were clear and his 
suggestions were generally both clinical and 
practical. I could discern that he is a key asset 
to leadership team, particularly with regards 
to disciplinary strategies.  
 
Progressive Secondary: Day # 6; Time: 9:00 a.m. – 10:00 a.m. and Duration (60 minutes) 
Interview with Teacher # 11 My Personal Reflections on the Interview 
Sharon Sharon was a willing participant and came 
across as a cooperative individual. Her 
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personality was very congenial. This made is 
very easy to build rapport with her.  She 
spoke openly on every topic discussed.  Her 
love for sports brought a freshness and a 
vibrancy to the interview process.  Her 
perspectives were refreshing and insightful.  
 
Progressive Secondary: Day # 6; Time: 10:00 a.m. – 11:00 a.m. and Duration (60 minutes) 
Interview with Teacher # 12 My Personal Reflections on the Interview 
Luke Luke is an experience teacher with 27 years 
teaching experience. Luke always finds a way 
to see the funny side of things, yet he was 
very engaging.  I really enjoyed his 
interjection of light humor between questions 
and even as he made important points.  His 
philosophical and insightful answers reflected 
his personality.  
 
Progressive Secondary: Day # 6; Time: 11:00 a.m. – 12:00 p.m. and Duration (60 minutes) 
Interview with Teacher # 13 My Personal Reflections on the Interview 
Jimmy Jimmy is a thinker and very analytical.  He 
gave some very insightful response to the 
questions.  I could tell that even as he was 
speaking he was thinking about his responses.  
His intelligence was obvious and he displayed 
a level of maturity beyond his chronological 
age.   
 
 Mutual Secondary: Day # 7; Time: 9:30 a.m. – 10:30 a.m. and Duration (60 minutes) 
Interview with Teacher # 14 My Personal Reflections on the Interview 
Celia Celia was evidently to me very passionate 
about her calling as a teacher. She was openly 
saddened by the violence culture that has 
evolved in many Barbadian secondary schools 
including the institution she where she 
teaches. Her sentiments and responses 
demonstrated to me the high priority she 
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places on values, morality and respect. 
 
Mutual Secondary: Day # 7; Time: 10:45 a.m. – 11:45 a.m. and Duration (60 minutes) 
Interview with Teacher # 15 My Personal Reflections on the Interview 
Seth Seth is a disciplinarian.  His responses clearly 
demonstrated a very low tolerance for 
indiscipline. With 33 years teaching 
experience and a former student, he showed 
lots of disappointment with the direction the 
present students have taken.  I also got a sense 
of his strong desire to redirect the current path 
of the school.  His responses to questions 
about the level of violence were met with 
very emotional responses. 
 
Mutual Secondary: Day # 7; Time: 12:00 p.m. – 1:00 p.m. and Duration (60 minutes) 
Interview with Teacher # 16 My Personal Reflections on the Interview 
Penny Penny is an ambitious individual.  Her 
responses were very insightful and intelligent. 
In her role as guidance counselor, she 
advances some keen insight on many of the 
nuances discussed.  I remember distinctly her 
acknowledgement of the fact that there were 
some leadership issues that needed urgent 
attention.  She noted key leadership 
fundamentals such as the school’s vision and 
mission were not understood by either 
teachers or students.  
 
Mutual Secondary: Day # 7; Time: 1:00 p.m. – 2:00 p.m. and Duration (60 minutes) 
Interview with Teacher # 17 My Personal Reflections on the Interview 
Amanda Amanda was a very soft-spoken elderly lady 
who had become very fearful of the students 
with whom she works.  Her timidity was as a 
result of an encounter she had with a student 
that almost cost her the vision on her right 
eye.  She openly expressed fears for her life 
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and told me that she looking forward to taking 
early retirement just to rid herself of the daily 
stress she is current coping with on almost a 
daily basis. 
 
Focus Groups 
Liberal Secondary: Day # 4; Time: 2:00 p.m. - 3:00 p.m. (60 minutes) 
Focus Group # 1 My Reflection on the Focus Group 
 There was general agreement on what 
constitutes school violence.  The group felt 
that all stakeholders could be involved in 
violence and that the phenomenon of violence 
was both physical and psychological.  The 
nuance school climate was also perceived as 
being both physical and psychological. The 
group alluded to how one might feel about 
coming to the school compound, noise levels 
as well as external perceptions of the school.  
Safety and health was also liked in this focus 
group, again both the physical and 
psychological component. The environmental 
aspects as well as the psychological issues 
associated with perceptions of feeling unsafe 
due actual or perceived threats.  At this 
institution, I felt that there were generally 
high levels of fear emanating from teachers.  
The group also agreed that they were coming 
into a “hostile” environment every day.  
Words such like threats, hostility, aggression, 
fear, confrontation, intimation, were 
commonly used to express the general climate 
existing at this institution.  There was also a 
consensus among the teacher participants that 
the programs being implemented that were 
aimed at reducing violence were largely 
ineffective.  In reflecting, I perceived that 
there was a perception from teacher 
participants that the students were coming to 
the school seeming themselves as failures.  
The focus group members also agreed that the 
resources needed to deal with students who 
have the educational deficits that these 
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students possess are not available to them.  
Nuances such a vision, professionalism, 
skills-set and competencies, maturity, 
communication, respect, planning and 
institutional perception were identified.  I 
perceive these issues to be fundamental 
leadership issues.  Based on everything that 
was said in this focus group I perceives a deep 
educational systemic problem.  
 
Mutual Secondary: Day # 8; Time: 10:00 a.m. - 10:45 a.m. (45 minutes) 
Focus Group # 2 My Reflection on the Focus Group 
 In this focus group school violence was seen 
as both physical and psychological in relation 
to both student on student violence, student-  
on teacher and teacher on student. I also 
perceived that the focus group felt that school 
violence was transient and based very much 
on personal perception and personal 
experiences. The group also felt that school 
safety and health were linked. They also 
alluded to the physical and psychological 
attributes. I also got a sense that the old 
scholars involvement in this institution was 
being highly encouraged.  I felt that this could 
have been an initiative spear-headed by the 
school’s guidance counselor who is a past 
student the school.  Relational issues were 
highlighted as a major issue.  It was felt that 
by the group members that many of these 
relational issues appear to stem from the 
students’ homes.  The group dynamics were 
cordial and input among participants was 
keen and tension-free. I also got a sense that 
aggressive behavior among younger students 
was on the increase. Group members agreed 
that programs should be slanted to positive 
influences among the students where 
students’ self- esteem could be elevated. 
Respect, values, culture, leadership, human 
relations, communication, empowerment, 
expectations, vision and mission were all 
nuances identified that impact the climate and 
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safety of the school. Everything that was said 
during the focus group I felt supported the 
theoretical framework of my research study.   
 
Progressive Secondary: Day # 9; Time: 11:00 a.m. - 12:00 p.m. (60 minutes) 
Focus Group # 3 My Reflection on the Focus Group 
 In this focus group, I found that participants 
contributed considerable diversity regarding 
their opinions on school violence, school 
climate and school safety.  As I reflected, the 
group dynamics was such that differences of 
opinion were freely expressed.  One of the 
components that stood out in the focus group 
was the consensus that ‘violent language’ was 
a new sub-culture that has arisen.  Participants 
clearly expressed the view that the pervasive 
use of violent and abusive language was a 
contributory factor to the level of violence 
seen in their school. The issue of health and 
well-being regarding both students and 
teacher was also a point that got my attention.  
Despite differences of opinion, participants 
freely allowed each other to express their 
distinct views.  The focus group brought 
greater clarity to participants concerning the 
types and diversity of nuances involved with 
school violence as well as the extent of 
challenges associated with trying to reduce 
violence.  The suggestion to better utilized the 
“house system” based on rewards could 
perhaps not only empower children, but also 
better acculturate students.  Stakeholder 
expectations both within and external to the 
school the group felt this was major problem. 
As I reflected on the group session, I felt very 
strongly that many of the issues attending the 
phenomenon were related to leadership 
challenges.  It also became clear to me that 
students were not aware of anything about the 
student disciplinary code.  Again, I felt a 
strong sense of confirmation that the 
theoretical framework for my study has been 
constructed on a very solid foundation.            
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Vision Secondary: Day # 10; Time: 1:15 p.m. - 2:15 p.m. (60 minutes) 
Focus Group # 4 My Reflection on the Focus Group 
 The focus group members described school 
safety primary from a physical perspective.  
School climate was described in relation to 
the mood or ethos of the school.  One group 
member mentioned culture in her efforts to 
describe school climate. I felt that she 
perceived that the two nuances were either 
related or the same.  The group dynamics in 
this focus group were also cordial and 
interactive. I got a sense that the teachers in 
this group were extremely cohesive, friendly 
towards each other. As I reflected on this 
group I could tell that there was a sense of 
“family” among the teachers.  The programs 
discussed among the group suggested that the 
teachers were all well aware of and were 
intentionally supporting the guidance 
counselor, other teaching staff and students.  
In discussing safety, the group highlighted 
both the physical and psychological 
components to safety.  There was also 
agreement among group members that safety 
threats emanated more from the surrounding 
community than from within the school. The 
level of violence is controlled through active 
programs, regular and unannounced searches.  
They see themselves as being proactive in 
their efforts to reduce violence as opposed to 
being reactive on their approach. At this 
institution, I felt that that the measures that 
have been put in place by the school’s 
leadership has been instrumental in 
developing a school climate that that is 
generally good.  The concept of a “family 
environment” was very prevalent. The culture 
of the school has contributed to a higher level 
of safety internally.    
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Appendix N: Participants’ Post-Data Structured E-mail 
E-mails Sent to Participants (Member checking) 
 Hello, 
 
I have attached for your review copies of the transcripts from the recorded individual 
interviews and recorded focus groups I conducted at your school.  I have also included an 
additional attachment which highlights the key themes I discovered from my analysis. 
These themes attempt to best answer the research questions I discussed with you.  Please 
take some time to read and review the transcripts and let me know if you agree with my 
findings and analysis. Please feel free to comment on my findings and to make any 
additional comments or suggestions as you feel necessary.  This process is called 
“member checking,” and it is a vital requirement to successfully complete my research.   
 
Best regards, 
 
E-mails to Peers (Peer examination)  
 Hello, 
 
I have attached in this e-mail the key components of my thematic analysis as discussed.  
The first attachment contains the research questions with the associated answers.  The 
second, highlights the key themes which I discovered during my research.  I am asking 
you to check the veracity of my findings and offer your comments.  This peer review 
process serves to keep my research interpretations, methods and meanings honest.   
 
Best regards,   
 
 E-mail to the Principals 
 Dear Sir/Madam 
 
I would like to express my sincere thanks to you in facilitating the recorded teacher 
participants’ interviews and focus groups at your school.  I recognize that secondary 
school Principals in Barbados, as sanctioned by The Ministry of Education, Science, 
Technology, and Innovation, play a critical role in facilitating any type involving their 
school and their staff.  As the leader of your institution, it would have been impossible to 
gather the data needed for this research study without your cooperation 
 
Your kind assistance in granting permission to your teachers to attend both the recorded 
individual face-to-face interviews and the recorded focus group sessions is greatly 
appreciated.   
 
Best regards, 
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Appendix O: Data Codification and Categorization  
(a) First Cycle Coding Themes 
 
Sub-Question 1: How do first through fifth year (U.S. sixth through 12th grade) teachers in four 
different government-owned schools in Barbados describe school climate and school 
safety?   
INDIVIDUAL 
INTERVIEW 
QUESTIONS 
IN VIVO EMOTION THEMED DATA 
1. Describe 
your personal 
experiences with 
aggression or violent 
activity since being 
employed at this 
school. 
Settled Shocked I was honestly 
shocked because I 
figured that you would 
honestly try to keep 
the school as settled as 
possible.   
2. Explain any 
incidents you 
witnessed over the 
years that have 
shaped your 
perception of school 
violence. 
Altercation Surprise 
 
He still continued his 
bullying episodes and 
I think that is what 
surprised me. 
Although he was 
supposed to be at the 
office waiting and he 
got involved in an 
altercation with 
another student 
3. Describe the 
most violent incident 
that you have 
witnessed since your 
employment at this 
school. 
Bully Anger One student, who 
might have been a 
bully, threw a rock at 
very close range (with 
full force) at another 
quieter boy and hit 
him full in his head.   
4. Describe any 
acts of group 
aggression or violent 
activities you have 
witnessed since your 
Aggression Going on So, there is some 
group aggression 
going on. 
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employment at this 
school. 
5. Describe 
how you felt 
emotionally 
throughout the 
aggressive/violent 
encounter starting 
from the beginning 
of the encounter to 
its conclusion. 
Responsibility Concerned 
Remorse 
Compliance 
Well generally I am 
concerned, concerned 
about the aggression, 
the lack of the 
responsibility for 
actions, the lack of 
remorse apparently in 
the children, the lack 
of concern from the 
parents and the 
compliance with 
which we must 
operate given the 
changing nature of the 
ascendency children’s 
rights. 
6. Explain how 
persons who 
witnessed the 
aggressive behavior 
or violent encounter 
responded to those 
who were actively 
involved. 
Controlled Cheer 
Keep noise 
Flare up 
The children normally 
cheer on the activity 
and generally keep 
noise, add to the flare 
up of the situation that 
could have been 
controlled more easily. 
7. Describe 
how your initial 
experience with 
school violence 
prepared you to deal 
with such similar 
aggressive/violent 
events in the future. 
Influence my 
behavior 
 
 
 
 
Fight 
Personality 
 
 
 
 
Thinking 
I think that my 
personality would 
have influenced my 
behavior then and I 
think that it is still the 
same now.   
Well initially when 
you hear a fight, you 
are thinking well you 
got to go and see who 
it is to see what you 
can do 
8. Explain what 
specific factors and 
experiences guided 
your response(s) to 
dealing with 
Safety 
Fighting 
Weapon 
Concerned 
Thinking 
Sometimes you also 
think of the safety of 
the persons who are 
fighting, while they 
are engaging in that, I 
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different encounters 
with school 
violence. 
 
 
don’t think they are 
too concerned about 
that, but I am always 
thinking well suppose 
there is a hidden 
weapon, because 
sometimes you don’t 
know what the 
students have… 
9. How would 
you describe the 
relationship that 
exists between the 
principal of your 
school and the 
students? 
Relationship Comfortable 
 
I think they children 
feel very comfortable 
with the principal. 
The principal is quite 
new and from what I 
see, he seems to have 
a very good 
relationship with 
them.   
10. How would 
you describe the 
type of relationship 
that exists between 
the teachers and 
students at your 
school? 
Help Look out for Certainly, I think the 
teachers look out for 
the students.  They do 
a lot to help students - 
in terms of preparation 
in classes, explanation 
of the content and 
so…  
11. Describe the 
type of relationships 
that exists between 
students i.e. (male 
and female, male 
and male, and 
female and female). 
Separating 
 
 
Insults 
Haywire 
 
Too close 
 
 
Friendly 
Silly 
 
I don’t see boys and 
girls separating really 
- they might be too 
close! 
Students are generally 
friendly towards each 
other.  It’s only 
sometimes some silly 
things happen like 
they begin to trade 
insults and then it 
tends to go haywire 
from there 
12. Describe the 
climate of your 
Change Noisy I find that, to me, the 
school is a bit too 
noisy and I don’t 
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school?  
 
 
Quarrelling 
 
 
 
Lawlessness 
Restlessness 
 
 
 
Unsettled 
Much movement 
 
 
Disregard for rules, 
regulations, order. 
 
know what we can do 
to change that. 
Right now, it’s a bit 
unsettled, there is too 
much movement, there 
is too much 
quarrelling among 
students.  
We are trending 
towards lawlessness 
again.  There is a 
restlessness that we 
have been seeing over 
the past few weeks – 
students come into 
class and they seem to 
demonstrate some 
disregard for rules, 
regulations, order.   
13. Describe the 
specific things that 
could be done to 
create a healthier 
school climate. 
Link with my 
staff 
Together 
Diagnosis 
Planning 
 
 
I would have to try to 
link with my staff 
again – find out 
exactly what’s going 
wrong in the school 
and together, we 
would have to come 
up with a plan in terms 
of dealing with some 
students 
14. How would 
you describe the 
frequency of 
aggressive behavior 
or violence at your 
school? 
Fight  
Something 
happening. 
 
 
Aggression 
Violence 
 
 
Very frequent 
 
 
 
Ripple effect 
 
 
 
I would say that it is 
very frequent, because 
hardly a day passes by 
without a fight or 
something happening. 
On a scale of one to 
ten, I would say a 
three, because it is not 
every day that you 
have the aggression 
and violence and so 
on.  When it happens, 
it seems as though 
there is this ripple 
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Fight 
 
 
 
 
Very frequent 
effect. 
I would say that it is 
very frequent, because 
hardly a day passes by 
without a fight or 
something happening. 
15. Describe the 
programs that 
currently exist at 
your school 
specifically aimed at 
reducing the level of 
school violence. 
Family, Life and  
Guidance 
 
 
 
Bullying 
prevention 
 
How effective 
 
 
 
 
Focused 
I know that they are 
sessions in Family 
Life and Guidance, but 
I don’t know how 
effective that is. 
Those persons come in 
every week to work 
with students, because 
it is focused on 
bullying prevention.   
16. Describe 
specific steps that 
have been taken at 
your school to make 
you feel safe. 
Random searches 
 
 
 
 
Never felt unsafe 
Safety 
 
 
 
 
Frustrated 
Well we have guards. 
Only this week we 
have discussed doing 
random searches – not 
just for teachers’ 
safety, but students 
safety. 
I never felt unsafe!  I 
have been frustrated 
by students’ response 
in their interest in 
being educated, but I 
don’t think teachers at 
Vision Secondary feel 
unsafe 
 
17. Explain the 
additional steps you 
believe should be 
taken to make your 
school safer for 
administrators, 
teachers and 
Searched 
Weapons 
Regular Searches 
 
Think 
Stash 
One of the things that 
I think should be done 
is that these children 
should be searched on 
a regular basis, 
because they stash 
weapons in the 
classroom in their 
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students.  
 
 
Education 
Check 
bags, so I think that 
regular searches 
should be done. 
It comes down to 
some education for the 
parents; because some 
parents just allow 
some students to come 
to school, they don’t 
check to see what they 
have in their bags, 
they don’t check to see 
what time they get to 
school, where they go 
before they come to 
school 
18. Describe the 
specific factors you 
believe could play a 
role in creating a 
safe school 
environment. 
 
Parent 
Action 
Against you 
 
Dare to confront 
Get into a fight 
Factors 
 
Aware 
Repetitive 
 
 
Recognition 
Respect 
Making the parent 
aware that this is what 
your child does, this is 
the action that can be 
taken against you. 
There were a couple 
incidences of school 
violence too with 
teachers and students 
(male teachers and 
male students) and 
recognizing that on 
both levels, respect for 
each other is 
important, so a child 
shouldn’t even want to 
dare to confront a 
teacher and a teacher 
shouldn’t even want to 
get into a fight with a 
student as well, so I 
think that those are 
among the factors that 
we should look at.      
Sub-Question 2: What ecological factors developed, to help improve school climate, do first 
through fifth year (U.S. sixth through 12th grade) teachers in four different government-
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owned schools in Barbados perceive as playing a role in creating a safe school 
environment?   
INDIVIDUAL 
INTERVIEW 
QUESTIONS 
IN VIVO EMOTION THEMED DATA 
1. Describe 
your personal 
experiences with 
aggression or violent 
activity since being 
employed at this 
school. 
Labelling  
Environments 
Prone to 
aggression 
Natural response 
 
 
 
 
 
 
 
Going for 
Got away 
 
Minds 
Challenging 
neighborhoods 
 
 
 
 
 
 
 
 
 
Grabbed 
One of the things that 
stands out in my mind 
is that, without 
labelling our children, 
our children come 
from some of the 
challenging 
neighborhoods of 
Barbados, I am sure 
you would know some 
of them, and because 
of that, the 
environments that they 
come from are prone 
to aggression and in 
some cases for them, it 
may seem like the 
natural response. 
I grabbed the bigger of 
the two students 
because the student 
was going for the 
smaller student, but 
the irony as that he got 
away from them and I 
felt like wind against 
my face.   
2. Explain any 
incidents you 
witnessed over the 
years that have 
shaped your 
perception of school 
violence. 
Knife 
Stabbed 
 
 
 
Fights always 
Many times 
Thought 
 
 
 
Regular 
He went for the knife 
and stabbed this boy 
so many times in his 
chest.  The teachers 
actually thought that 
the student would 
have died as a result.   
Well coming from a 
newer secondary 
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Environment 
 
school, we were 
always in the 
environment where 
fights always 
occurred... 
3. Describe the 
most violent incident 
that you have 
witnessed since your 
employment at this 
school. 
Girls were 
fighting 
Pulling of hair 
 
 
 
 
Causing damage 
Cause cuts 
Fists 
Noticed 
Looks bad 
 
 
 
 
 
Seen 
Well quite recently, I 
have noticed that girls 
were fighting and to 
me sometimes they go 
for the jugular, the 
pulling of hair, the 
slapping across the 
face and….it really 
looks bad. 
I have seen children 
causing damage to 
each other by using 
rocks that they would 
have thrown on each 
other and cause cuts in 
their heads and also 
physical violence 
(with fists).   
4. Describe any 
acts of group 
aggression or violent 
activities you have 
witnessed since your 
employment at this 
school. 
Numerous fights 
Victim 
Kick them 
Fighters 
Children go in 
Submission 
Yes, because there are 
numerous fights that 
take place on the 
pasture and rather than 
go in and separate the 
fighters, the children 
go in and – especially 
if a child is on the 
ground – they put in 
blows on the victim, 
sometimes they kick 
them. 
5. Describe 
how you felt 
emotionally 
throughout the 
aggressive/violent 
encounter starting 
from the beginning 
of the encounter to 
Start to talk 
Lot of negative 
publicity 
 
 
Real emotional 
My school 
 
 
 
I get real emotional 
about it, because this 
is my school and when 
that happens and it 
gets in the press, 
people start to talk 
about our school.    
The thing is that at this 
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its conclusion.  
 
 
 
 
Confrontations 
with the students 
Safety of all 
Brought it from 
home 
 
 
 
 
 
I think 
Quite flat 
Observing 
Concern 
Horrible 
Hoping 
school, there has been 
a lot of negative 
publicity over the 
years – the last twenty 
years were very, very 
bad for us.   
I think in a lot of ways 
my affect is quite flat 
when I am observing 
the confrontations 
with the students.  I 
think my main 
concern was for the 
safety of all the 
persons involved, as 
well as the staff 
members –  not 
necessarily the 
students, as horrible as 
that sounds because 
they brought it from 
home, but hoping that 
nobody was seriously 
injured.   
6. Explain how 
persons who 
witnessed the 
aggressive behavior 
or violent encounter 
responded to those 
who were actively 
involved. 
Try to stop the 
fighting 
Pulling friends 
apart 
 
 
 
 
 
 
 
 
Involved in the 
Spur on the fight 
Different behaviors 
 
 
 
 
 
 
 
 
 
Respond 
I have seen incidences 
where children 
actually try to stop the 
fighting by pulling 
their friends apart and 
I have actually seen 
some who would 
actually spur on the 
fight – even if 
someone tries to walk 
away, someone would 
tell them ‘don’t take 
that’; so, you have 
different behaviors 
and perspectives in 
terms of how they 
should approach it.   
I think in terms of the 
staff; they tend to 
respond aggressively 
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confrontation 
Conflict 
Fight 
Injured 
 
 
 
 
 
 
 
aggressively 
Step back 
Shy away 
Not to associate 
to the students who are 
involved in the 
confrontation or the 
conflict.  Some of the 
students tend to spur 
them on and see it as 
something positive 
“go ahead fight, we 
are backing you” and 
there are others who 
tend to step back from 
them or shy away 
from them and try not 
to associate with them 
because they don’t 
want to be injured in a 
future confrontation. 
7. Describe 
how your initial 
experience with 
school violence 
prepared you to deal 
with such similar 
aggressive/violent 
events in the future. 
Fight 
Flash points 
 
 
 
 
 
Know to be 
hostile 
Aggressive 
Hands of policy 
 
Learn 
Aggressive playing 
I see 
 
 
 
 
Not to provoke 
Perception 
I learn that one person 
cannot deal with a 
fight.  You also learn 
to see the little ‘flash 
points’ from early.  
They mostly start with 
aggressive playing and 
when I see that, I 
would tell them to 
stop. 
When I am dealing 
with students who are 
known to be hostile 
and aggressive, I make 
every effort not to 
provoke them in any 
way – even if it means 
in the eyes of other 
students around that 
they have won, so be 
it, because I don’t 
want to get to that 
point again.  There are 
some students where I 
would have a hands-
off policy with as 
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well. 
8. Explain what 
specific factors and 
experiences guided 
your response(s) to 
dealing with 
different encounters 
with school 
violence. 
Investigation 
Overreacted 
Take no action 
 
 
 
 
 
 
 
Bullying 
Environment 
What struck me 
 
 
 
 
 
 
 
 
 
Memories 
Upbringing 
 
In the case where the 
young lady would 
have torn my shirt, 
what struck me more 
than anything else is 
that the then principal 
said to me that he did 
his investigation and 
he found that 
everything that I said 
was true, but they 
have concluded that I 
overreacted and as a 
result, they would take 
no action against the 
student. 
I try to deal with it and 
I don’t like to see 
bullying.  I saw a lot 
of that where I grew 
up, even though I tried 
to walk away from it, I 
still saw it, so those 
factors, my upbringing 
and what I noticed in 
my environment 
would normally tend 
to make me want to 
talk to students more 
so… 
9. How would 
you describe the 
relationship that 
exists between the 
principal of your 
school and the 
students? 
Discipline 
No nonsense 
person 
 
 
 
 
 
Mixed 
Embrace 
Love 
Complain 
Distant 
 
 
That is mixed.  Being 
here for thirty-three 
years, I have worked 
with about six 
principals (as some 
were here for just a 
term or two), but with 
the current principal, 
some of the children 
embrace her and love 
how she goes about 
things and they are 
some who prefer the 
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Get away with 
nonsense 
Slow 
 
 
 
 
 
 
 
 
 
 
 
Fear 
one that has left – 
although they used to 
complain about the 
one who had left, 
because in terms of 
discipline, she was a 
no nonsense person 
and would distant 
herself away from the 
students; while this 
one embraces the 
students more, the 
discipline is not as it 
was before. 
The type of students 
we have, it might 
sound badly, but you 
have to drive fear in 
some of these students 
– some of them are 
‘slow’ and they take 
long to process things 
and if you allow them 
to get away with 
nonsense, it will 
continue 
10. How would 
you describe the 
type of relationship 
that exists between 
the teachers and 
students at your 
school? 
Get along very 
well 
 
 
Attacked a male 
teacher 
Pushed down the 
stairs 
Struck in her head 
War zone 
Amicable 
 
 
 
Antagonistic 
The teachers and the 
students get along 
very well. Even the 
wayward ones. 
It is antagonistic, 
because even recently 
(I was on sick leave 
when it happened) a 
second form student 
attacked a male 
teacher and had his 
neck ‘locked off’ and 
everything like that…  
Another teacher was 
pushed down the 
stairs, another one was 
struck in her head with 
a bottle, so it is a very 
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antagonistic situation; 
here, it is like you are 
working in a war zone.    
11. Describe the 
type of relationships 
that exists between 
students i.e. (male 
and female, male 
and male, and 
female and female). 
Bully 
Challenged 
academically 
 
 
 
 
 
 
 
 
 
 
Dissidents 
Relationships 
Jealousy 
Low Self-esteem 
 
 
 
 
 
 
 
 
 
Good 
 
Generally, the 
relationships are 
good…general.  You 
would find the odd 
occasion where a 
person who is 
“challenged” 
academically would 
believe that I cannot 
be better than this 
person in this aspect, 
so let me be the bully 
to deter them from 
laughing at me when I 
can’t get it done” and 
that is a very small 
percentage of the 
student population that 
we have like that.   
I would have to say 
generally good, except 
for the small number 
of pockets of 
dissidents. 
12. Describe the 
climate of your 
school? 
Peaceful and 
settled 
Disturbance 
 
 
 
Lack of empathy 
 
Seasonal 
 
 
 
 
 
Sensitivity 
Pain 
We can have periods 
where it is very 
peaceful and settled, 
then at certain times 
you can have 
disturbance – whether 
it is with the children, 
or the staff and so on. 
One of the first things 
that come to mind is 
the lack of empathy 
and sensitivity, male 
to male, towards each 
other’s pain of 
anything like that.    
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13. Describe the 
specific things that 
could be done to 
create a healthier 
school climate. 
Help from parents 
 
 
 
 
 
Average 
academic 
achievement 
Social issues 
Commitment 
 
 
 
 
 
Overwhelmed 
Training 
 
The PTA is not 
functioning very well 
now and we need to 
get some help from the 
parents, here are 
parents who are 
willing to help, also 
some old scholars are 
willing.   
This school is too 
populated – 900 or 
more children -  and 
they are not of average 
academic 
achievement; so 
having to put so much 
of them in a class is 
one problem, another 
problem is because 
there are so many 
social issues mental 
issues affecting their 
learning, the teachers 
are not trained to 
handle somebody who 
we know for sure are 
on medication and 
does not take their 
medication and comes 
to school and curses 
everybody.    
14. How would 
you describe the 
frequency of 
aggressive behavior 
or violence at your 
school? 
Control 
Not gender-
specific 
 
 
 
 
 
Aggressive 
Abusive 
 
 
 
 
 
 
There are small 
pockets that would 
continually be 
aggressive, but what I 
find drives the 
aggressive behavior is 
the abusive personal 
attacks; so, if you can 
control the abusive 
personal attacks you 
might be able to 
control the end 
response which might 
be aggressive.  It is not 
 371 
 
 
 
In this 
environment 
Particular classes 
 
 
 
 
Hostile 
Violent 
 
 
 
gender specific or age 
group specific… it 
happens all over. 
I think it is way more 
frequent than any 
person who does not 
work in this field 
could imagine. I think 
one would have to be 
in this environment to 
see – it’s every day 
and there are 
particular classes 
where as long as you 
go to that class, you 
will have hostile and 
violent encounters 
15. Describe the 
programs that 
currently exist at 
your school 
specifically aimed at 
reducing the level of 
school violence. 
School leavers 
Settling 
 
 
 
 
 
Connected 
Not seeing any 
improvement 
Tailored program 
 
 
 
 
 
 
Diversity 
There is another 
program at the school, 
the Aginar which is 
catering to the school 
leavers.  I have 
noticed, over time, 
some of those students 
who were in these 
program, it may take 
time, but we begin to 
see some settling. 
Then there is the 
Guidance Counselor 
through the Police 
Liaison Scheme, 
would call in the 
police to counsel some 
students.  Quite a few 
of our students belong 
to that, as some of 
them are connected 
with it from primary 
school. But there are 
some students who are 
subjected to about two 
or three different sets 
of counselling, but I 
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still am not seeing any 
improvement. 
16. Describe 
specific steps that 
have been taken at 
your school to make 
you feel safe. 
Never felt 
threatened 
 
 
 
We are not safe 
Inspections 
 
 
 
Reactive 
I have never really felt 
threatened being here, 
that’s the honest truth.  
But with regards to 
others feeling safe, we 
do snap inspections. 
I can’t identify any 
that have been taken to 
make me specifically 
feel safe, I think the 
staff generally feel as 
though we are not safe 
on the compound. 
 
17. Explain the 
additional steps you 
believe should be 
taken to make your 
school safer for 
administrators, 
teachers and 
students. 
Cameras 
Metal detectors 
 
 
 
 
 
 
 
 
 
Home 
environment 
Resource persons 
Combat ready 
 
Desirable 
 
 
 
 
 
 
 
 
 
 
Equipped 
Coping Skills 
Manage 
 
There were two ideas 
that were given, they 
talked about cameras 
and metal detectors.    
While the cameras 
might be desirable, I 
guess there are still a 
lot of other aspects 
that you might need to 
look at before going 
that way.  Detectors, 
yes, but somehow 
students seem to be 
able to conceal things 
within their bags and 
on their person and 
that could be an issue. 
While we probably 
can’t change their 
home environment, we 
ought to find resource 
persons who are 
equipped to prepare 
these students and 
equip them to cope 
with their difficult 
home environment, so 
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that they can manage a 
little better at home 
and then when they 
come to us, they are 
not in the shape that 
they come to us, 
because I call it 
‘combat ready’ 
 
18. Describe the 
specific factors you 
believe could play a 
role in creating a 
safe school 
environment. 
Resources 
Challenges 
 
 
 
 
 
 
 
Parents 
Input 
We need them to 
partner with us 
Order 
Perception 
 
 
 
 
 
 
 
 
Collaboration 
Support 
 
I think the main thing 
that comes to my mind 
is again above the 
level of the school and 
it has to do with the 
level of the Ministry 
of Education and how 
they view the school, 
the resources they 
send into the school 
and then the large 
number of children 
with the challenges 
that they have.  
Parents have a role to 
play, we have to try 
here during the day, 
but they leave and 
have to go back to 
their homes.  We need 
the support of parents.  
When there are 
meetings, when we 
meet the parents one- 
on-one, we need their 
input and we need 
them to partner with 
us in terms of helping 
to bring the children to 
order.   
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Research Question 3: What ecological factors developed, to help reduce school violence, do 
first through fifth year (U.S. sixth through 12th grade) teachers in four different 
government-owned schools in Barbados identify as playing a role in improving school 
safety?   
INDIVIDUAL 
INTERVIEW 
QUESTIONS 
IN VIVO EMOTION THEMED DATA 
1. Describe 
your personal 
experiences with 
aggression or violent 
activity since being 
employed at this 
school. 
In front of 
teachers 
In front of 
management 
 
 
 
 
 
Stop the fighting 
Throwing rocks 
 
 
Aggressive 
 
 
 
 
 
 
 
Cooperation 
Disarray 
 
Children ten years or 
so before, would not 
be aggressive in front 
of teachers (they 
might do it at lunch 
time or so), but I find 
that like now, they 
would be verbally or 
physically aggressive 
even in front of 
teachers, even in front 
of management, they 
would be aggressive, 
so it has changed a lot. 
There was a male year 
head and he came 
outside with another 
teacher to assist and 
we were able to stop 
the fighting, because 
the children were 
throwing rocks – the 
whole school was in 
disarray (this was the 
norm for a fight).   
2. Explain any 
incidents you 
witnessed over the 
years that have 
shaped your 
perception of school 
violence. 
Throw a rock 
Throw stones 
Knives 
 
 
Showing off 
Apologetic 
 
 
 
I have seen a student 
throw a rock at a 
teacher. I guess he was 
probably ‘showing 
off’, then he was very 
apologetic.  Then I 
have seen students 
throw stones at other 
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Struck 
He died instantly 
 
 
 
 
 
 
 
Quiet 
Shook me 
students, I have seen 
students with knives 
and when you 
confront them with the 
knife, they say ‘sir, 
dem boys did plan to 
beat me this evening., 
so I bring a knife to 
school, right.’   
About six to eight 
years ago, a past 
student that I taught 
(who was about fifteen 
to sixteen years old) 
was struck by another 
student from a 
different school, with 
a brick in a bag and he 
died instantly.  This 
student was relatively 
quiet and nice and that 
shook me…he died 
instantly 
3. Describe the 
most violent incident 
that you have 
witnessed since your 
employment at this 
school. 
Strike 
Continued to hit 
him 
Fear About two years ago, I 
saw a boy take a metal 
chair leg and strike 
another child and 
when the child fell, he 
continued to hit him 
with that.  I didn’t 
stick around for the 
bloodshed, but 
afterwards I saw the 
blood pouring out of 
the student’s head, but 
I tried not to be caught 
in the crowd 
4. Describe any 
acts of group 
aggression or violent 
activities you have 
witnessed since your 
employment at this 
school. 
Throwing rocks 
 
 
 
Communication 
 
 
 
Well sometimes you 
get boys coming out of 
the neighborhood and 
you hear that they are 
coming for X 
person…usually group 
from within the 
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Actual violence 
Gang 
 
 
 
 
 
 
Get together 
community and they 
assemble near the exit 
and sometimes you 
would hear well they 
are throwing rocks 
over the fence, one 
comes over and 
another one and things 
like that. 
I see this fairly often, 
where they get 
together in their 
groups but sometimes 
only one person would 
really do the actual 
violence, but you 
could see that there is 
this gang around them.   
5. Describe 
how you felt 
emotionally 
throughout the 
aggressive/violent 
encounter starting 
from the beginning 
of the encounter to 
its conclusion 
Extremely angry 
Tore of my shirt 
 
 
 
 
 
 
Fighting 
Get hurt 
Safety 
Lost it 
 
 
 
 
 
 
 
Upset 
Disturbed 
Fear 
I momentarily lost it 
really, the one with the 
young lady who tore 
off my shirt, but 
during that encounter, 
I can tell you I was 
extremely angry.  
After the encounter 
and for that period of 
time, I actually sought 
counselling 
eventually. 
I was very upset and 
disturbed to see that 
children get pleasure 
from fighting and 
watching another 
person get hurt to the 
point that blood is 
drawn, so it really 
upset me and it also 
put a fear in me for my 
own safety at this 
school, I don’t feel 
safe at all. 
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6. Explain how 
persons who 
witnessed the 
aggressive behavior 
or violent encounter 
responded to those 
who were actively 
involved. 
Restrain 
Bring order 
 
 
Shocked 
Flare it up 
Don’t get 
involved 
 
Conflict 
The fighters 
Observe 
 
 
 
Reactions 
 
 
 
 
Love it 
Cheer 
Encourage 
Disturbing 
Well you get those 
who go in and try to 
restrain or bring order 
and then there are 
those who stand back 
– for whatever reason 
There are different 
reactions, the younger 
teachers are shocked, 
the students normally 
flare it up, they don’t 
get involved, but they 
flare it up. 
Members of staff 
usually are quick to 
run to the conflict but 
students, they love it.  
They cheer, they 
encourage the fighters 
and they also do 
something that I find a 
little bit disturbing.   
 
7. Describe 
how your initial 
experience with 
school violence 
prepared you to deal 
with such similar 
aggressive/violent 
events in the future. 
Law enforcement 
Policeman 
 
 
 
 
 
 
A piece of metal 
Sitting in a class 
Do something 
I think 
Perceived 
 
 
 
 
 
 
Challenged  
 
I think there may be 
some other things that 
may work to my 
advantage, I have 
often been described 
as, or seen as a person 
in law enforcement.   
Have had one or two 
students who even 
asked me, ‘mam, are 
you a policeman, have 
you worked in law 
enforcement? 
The first week that I 
started teaching here 
nineteen years ago, I 
was sitting in a class 
and a boy walked in 
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 with a piece of metal 
that he got from a 
window, put it in a 
boy’s face and 
challenged him to 
come and do 
something despite the 
fact that I was sitting 
right there.   
8.  Explain 
what specific factors 
and experiences 
guided your 
response(s) to 
dealing with 
different encounters 
with school 
violence. 
Aggressive 
behavior 
Fights 
Lot of violence 
Experiences 
Behavior change 
In all my years of 
teaching, I have never 
encountered any 
experiences that would 
cause me to change.  
Most of the aggressive 
behavior, like fights, 
would happen after 
school, so there would 
not be a lot of violence 
in the class room itself 
9. How would 
you describe the 
relationship that 
exists between the 
principal of your 
school and the 
students? 
Shouting at them 
Ripple effect 
Fatherly 
Endear 
Tone 
That’s what stands out 
in my mind, so if we 
start the day with 
aggression by shouting 
at them, that filters 
throughout the day.   
But then there are still 
times where you see 
that fatherly role and 
wanting to endear the 
children, but you 
started with a tone and 
that’s how you started 
the day and there is 
that ripple effect. 
10. How would 
you describe the 
type of relationship 
that exists between 
the teachers and 
students at your 
school? 
Good friendships 
Stand up 
Peer pressure 
Friendships We have some good 
friendships because 
there are students who 
would stand up for 
their friends – 
sometimes I might feel 
they go too far 
standing up for them – 
friendships in this 
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instance meaning 
positive, because peer 
pressure can 
sometimes be both 
positive and negative. 
11. Describe the 
type of relationships 
that exists between 
students i.e. (male 
and female, male 
and male, and 
female and female). 
Have discussions Communicate When I compare my 
days at school with the 
students nowadays, if 
you look outside now, 
you will see the boys 
by themselves and the 
girls by themselves. 
To me, they don’t 
communicate and have 
discussions like when 
I was at school.   
12. Describe the 
climate of your 
school? 
Mixed 
Climates 
A big campus 
 
Spiritual  
Emotional 
Mixed and it is one of 
those climates where 
you have to be 
spiritually, 
emotionally and 
everything prepared 
for the school, because 
it is such a big 
campus, you have to 
come here prepared 
every day and almost 
expect anything. 
13. Describe the 
specific things that 
could be done to 
create a healthier 
school climate. 
Improve the 
climate 
Work together 
Think  
Believe 
I think that it should 
be insisted upon, so 
that is one of the 
things that should be 
pushed in order to 
improve the climate of 
the school. I believe 
that all of us as staff 
members – whether it 
be the support staff, 
teaching staff, 
whatever - should 
work together, we 
must have a holistic 
‘buy in’ to whatever it 
is that we are going to 
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do, in order to move 
forward what we want 
in terms for the school 
– the mission, the 
vision and so on.   
14. How would 
you describe the 
frequency of 
aggressive behavior 
or violence at your 
school? 
Fight every day 
Conflict 
General 
atmosphere 
Really quiet It goes and comes, it’s 
almost as though you 
go through seasons, 
there are some seasons 
when there is almost a 
fight every day or 
some kind of conflict 
and then there are 
other times when it’s 
really quiet, it just 
varies, I don’t know if 
it has to do with the 
general atmosphere of 
the school.   
15. Describe the 
programs that 
currently exist at 
your school 
specifically aimed at 
reducing the level of 
school violence. 
Conflict 
resolution 
Teach There is Family Life 
Education and that is 
to teach them conflict 
resolution 
16. Describe 
specific steps that 
have been taken at 
your school to make 
you feel safe. 
Corridor patrol 
Throw bottles 
Discipline  The head teacher 
would have had 
students’ corridor 
patrol, where teachers 
at any time were 
supposed to walk 
around and deal with 
any students who were 
outside, as some of 
them would throw 
bottles inside the 
classroom.   
17. Explain the 
additional steps you 
believe should be 
taken to make your 
school safer for 
Zero tolerance Unity 
Broken homes 
Broken 
The current zero 
tolerance that the 
current principal has 
in place for teachers 
should really be one.  I 
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administrators, 
teachers and 
students. 
communities also believe that a lot 
of our students come 
from broken homes 
and broken 
communities.   
18. Describe the 
specific factors you 
believe could play a 
role in creating a 
safe school 
environment. 
Increase security 
Environment 
Having weapons 
Understand 
Supported 
I think also the 
increase security 
would be good that 
students know and 
understand that this 
environment is not one 
that where you can get 
away with having 
weapons and having 
them hidden and those 
sort of things, but 
because, financially, 
the school is not 
supported from that 
level, a lot of things 
that we would need or 
we would want to 
implement, we can’t. 
 
(b) Second Cycle Coding Themes 
 
Central Question: How do first through fifth year (U.S sixth through 12th grade) teachers in 
four different government-owned schools in Barbados describe their experiences with school 
violence, school climate, and school safety? 
QUESTION PATTERN FOCUSED THEMED DATA 
Focus Group  
Question 5. 
Describe your ideas 
to reduce the level of 
violence at your 
school. 
INDIVIDUAL 
PERCEPTION 
Experiences I have always thought 
that the house system 
was a system that was 
ideally placed to have 
to acculturate a child, I 
am thinking of my 
own experiences too, 
where we had a very 
strong house 
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system…and the 
house captain… 
Individual Interview 
Question 9. 
How would you 
describe the 
relationship that 
exists between the 
principal of your 
school and the 
students? 
INDIVIDUAL 
PERCEPTION 
Experiences That has to do with 
upbringing as well, 
how I was raised and 
certain values and 
principles my mother 
taught us, as children; 
then my schooling, 
am, the experiences 
that I had in school 
pertaining to – not just 
respecting adults and 
those that have an 
influence over you… 
Focus Group  
Question 7. 
Describe your ideas 
to improve safety at 
your school. 
INDIVIDUAL 
PERCEPTION 
Experiences I think that sometimes 
the experiences that 
the person goes 
through…and the 
whole dynamics of 
their lives sometimes 
help them to be more 
mature, helps them to 
reach a maturity, so 
you are going to find 
that respect coming 
out with the maturity 
as well. 
Individual Interview 
Question 9. 
How would you 
describe the 
relationship that 
exists between the 
principal of your 
school and the 
students? 
INDIVIDUAL 
PERCEPTION 
Experiences The previous principal 
we would have had, 
most of the students 
had no respect for him 
– I think it was his 
personality and his 
whole philosophy, he 
was into yoga and all 
these things and I 
think his position was 
these children are the 
way they are because 
of some previous life 
experiences and you 
just have to leave 
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them, 
Individual Interview 
Question 1. 
Describe your 
personal experiences 
with aggression or 
violent activity since 
being employed at 
this school.  
 
INDIVIDUAL 
PERCEPTION 
Experiences My experiences with 
aggression would 
vary:  we have some 
what we would call 
the spats where a 
youngster may be 
checking another 
fellow, from that to 
the use of a foreign 
instrument to inflict 
injury to another 
individual and I have 
seen the entire scale.   
Individual Interview 
Question 8.   
Explain what 
specific factors and 
experiences guided 
your response(s) to 
dealing with 
different encounters 
with school 
violence. 
 
INDIVIDUAL 
PERCEPTION 
Experiences In all my years of 
teaching, I have never 
encountered any 
experiences that would 
cause me to change.   
Individual Interview 
Question 13.   
Describe the specific 
things that could be 
done to create a 
healthier school 
climate 
 
INDIVIDUAL 
PERCEPTION 
Experiences …so, I asked them 
how they came to be 
in the situation to be 
coming to Liberal 
Secondary and at that 
moment, that class 
shifted to probably be 
one of the most 
emotionally painful 
experiences I had at 
this school. 
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Sub-Question 1: How do first through fifth year (U.S. sixth through 12th grade) teachers in four 
different government-owned schools in Barbados describe school climate and school 
safety?   
QUESTION PATTERN FOCUSED THEMED DATA 
Focus Group 
Question 1.   
Describe what the 
term school violence 
means to you. 
 
GENERAL MOOD Environment …So, I think school 
violence would 
encompass that as   
well, the kind of 
environment that lends 
to violence occurring, 
the actual action. 
Individual Interview 
Question 2. 
Explain any 
incidents you 
witnessed over the 
years that have 
shaped your 
perception of school 
violence. 
 
GENERAL MOOD Environment It is not just the one 
off, some of these 
things are situations 
that may have started 
outside of school and 
come into the school 
environment.   
Individual Interview 
Question 8. 
Explain what 
specific factors and 
experiences guided 
your response(s) to 
dealing with 
different encounters 
with school 
violence. 
 
GENERAL MOOD Environment I think that the major 
thing was knowing the 
environment that some 
of these children is not 
where I came from. 
Focus Group GENERAL MOOD Environment .  I would like to know 
that I am also 
protected from 
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Question 3. 
Describe what the 
term school safety 
means to you. 
 
students that are 
attacking me – 
whether verbally or 
physically – so for 
me…a safe working 
environment, school 
environment is both 
environmental in 
terms of physical, in 
terms of students. 
Individual Interview 
Question 5. 
Describe how you 
felt emotionally 
throughout the 
aggressive/violent 
encounter starting 
from the beginning 
of the encounter to 
its conclusion. 
 
GENERAL MOOD Environment …it was clear that I 
was going through a 
bout of depression as a 
result of the 
environment in which 
I am working.   
Individual Interview 
Question 16. 
Describe specific 
steps that have been 
taken at your school 
to make you feel 
safe. 
 
GENERAL MOOD Environment I would count that as 
something to help 
make my work 
environment safer for 
me and a bit more 
bearable.  Outside of 
that, I can’t think of 
anything else. 
Individual Interview 
Question 13. 
Describe the specific 
things that could be 
done to create a 
healthier school 
climate. 
 
GENERAL MOOD Environment You know, old people 
had a saying that the 
dog doesn’t bite the 
hand that feed it, so 
you would expect that 
if you were to show 
kindness to the 
students, then they 
would reciprocate and 
that could result in a 
calmer and more 
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respectful 
environment, but 
we’ve found that is not 
the case.   
 
Sub-Question 2: What ecological factors have developed, to help improve school climate, do 
first through fifth year (U.S. sixth through 12th grade) teachers in four different 
government-owned schools in Barbados perceive as playing a role in creating a safe 
school environment?   
QUESTION PATTERN FOCUSED THEMED DATA 
Individual Interview 
Question 7. 
Describe how your 
initial experience 
with school violence 
prepared you to deal 
with such similar 
aggressive/violent 
events in the future. 
 
MANAGING  
BEHAVIOR 
Noise Yes, there is the noise 
around you but you 
still have to be the 
calming presence. 
Individual Interview 
Question 15. 
Describe the 
programs that 
currently exist at 
your school 
specifically aimed at 
reducing the level of 
school violence. 
 
MANAGING 
BEHAVIOR 
Noise …sometimes another 
member of staff may 
hear a noise in the 
class room, everybody 
is not as quick to get 
up and respond… 
Focus Group 
Question 3. 
Describe what the 
MANAGING 
BEHAVIOR 
Noise Is it a school where 
there is peace and 
quiet?  Students are in 
classes; noise levels 
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term school safety 
means to you. 
 
are kept to a 
minimum. So, all of 
that then obviously 
leads to school 
violence. 
Focus Group 
Question 2. 
Describe what the 
term school climate 
means to you. 
 
MANAGING 
BEHAVIOR 
Noise I am here to carry on a 
lesson, but the noise 
from the outside is 
hindering me, so that 
noise in the school 
constitutes the climate 
and is actually 
stopping me 
Individual Interview 
Question 3. 
Describe the most 
violent incident that 
you have witnessed 
since your 
employment at this 
school. 
 
MANAGING 
BEHAVIOR 
Noise The most that the 
teacher could have 
told her is that she was 
making too much 
noise, because it 
happened in the 
library. 
Individual Interview 
Question 9. 
How would you 
describe the 
relationship that 
exists between the 
principal of your 
school and the 
students? 
 
MANAGING 
BEHAVIOR 
Noise The students have no 
respect for the 
principal…it makes no 
difference, the way he 
behaves, or the way he 
speaks to them, they 
will continue to do 
what they want; so, 
they have no respect 
for him they think that 
he is just somebody 
who keeps a lot of 
noise 
Individual Interview 
Question 4. 
Describe any acts of 
group aggression or 
violent activities you 
MANAGING 
BEHAVIOR 
Noise It is not so often seen 
with males, males 
keep a lot of noise, 
they may fight one on 
one, but the females, 
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have witnessed since 
your employment at 
this school. 
 
 
yes.   
 
Sub-Question 3: What ecological factors developed, to help reduce school violence, do first 
through fifth year (U.S. sixth through 12th grade) teachers in four different government-
owned schools in Barbados identify as playing a role in improving school safety?   
QUESTION PATTERN FOCUSED THEMED DATA 
Individual Interview 
Question 17. 
Explain the 
additional steps you 
believe should be 
taken to make your 
school safer for 
administrators, 
teachers and 
students. 
 
INADEQUATE 
INVESTMENT 
Resources My opinion is that we 
are going the way of 
the north American 
system which has 
failed north America, 
but you see, they have 
the resources to put 
things in place that we 
do not. 
Individual Interview 
Question 15. 
Describe the 
programs that 
currently exist at 
your school 
specifically aimed at 
reducing the level of 
school violence. 
 
INADEQUATE 
INVESTMENT 
Resources At some point of time, 
something has to give, 
so that is where the 
system fell down 
there; I think the 
government is trying 
to implement but they 
are not putting enough 
financial resources 
behind it. 
Individual Interview INADEQUATE 
INVESTMENT 
Resources And they complain too 
about resources or 
facilities that they 
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Question 13. 
Describe the specific 
things that could be 
done to create a 
healthier school 
climate 
 
don’t have like they 
complain that there are 
not enough benches 
for them to occupy on 
afternoons during the 
lunch session. 
Focus Group  
Question 6. 
Describe your ideas 
to improve the 
relationships 
between: 
a)  The principal and 
teachers 
b)  Teacher with 
other teachers 
c)  Principal and 
students 
d)  Teachers and 
students 
e)  Students with 
other students 
INADEQUATE 
INVESTMENT 
Resources So, am…I think those 
are some of the things 
that you really need…. 
and you need the staff 
and you need the 
resources… simple 
things like sometimes 
you can’t even get 
paper… 
Individual Interview 
Question 18. 
Describe the specific 
factors you believe 
could play a role in 
creating a safe 
school environment. 
 
 
INADEQUATE 
INVESTMENT 
Resources …I think more buy in 
is required am…these 
are definitely factors 
that help shape school 
climates, am…, but 
some teachers’ 
personality is not as 
strong as others.  So, 
the principal needs 
perhaps to find a way 
of reaching and 
improving on the 
resources we have… 
 
 
